Tm 


THE ENGLISH INFANT°SCHOOL 
AND INFORMAL EDUCATION ' 


i 


m 


The Center for Urban Education, an independent nonprofit 

tion, was founded in 1965. The following year it was desi pes eroi 
Educational Laboratory under the Corporation Bees Aat s aem 
funded mainly by the United States Department of Health, Ed ati . 
and Welfare through the Office of Education, but also contacts ithc ther 
government agencies, state and local as well as federal, and wi puisse 
firms and community agencies. The Center designs field-tests and dis- 
seminates pee aig! nm traditional practices of formal edücation and 
citizen participation. Its headquarter: . 

a Weck, NY are q ers are located at 105 Madison Avenue, 


THE 
ENGLISH INFANT SCHOOL 


AND AD 
INFORMAL EDUCATION 


Lillian Weber 


A CENTER FOR URBAN EDUCATION BOOK 


PRENTICE-HALL, INC., Englewood Cliffs, New Jersey 


CER T., ast Benga 


SIE] 


Lec. Wool sD ns 


1X - EY | 


Acknowledgement is made to publishers and individuals for permission to reprint extracts from the following 
works: 


Ena Abraham, “Young Children in High Flats," Frocbel Journal, June 1967; Basil Bernstein. “A Critique of 
the Concept of ‘Compensatory Education, " in David Rubinstein and Colin Stoneman, eds,, Education for Democracy, 
Penguin Books Ltd., London, 1970; Basil Bernstein, “Social Class and Linguistic Development,” in A. Halsey, J. 
Floud, C. A. Anderson, Education, Economy and Society, Free Press, New York, 1961; Jerome Bruner, Towards a 
Theory of Instruction, Belknap Press of Harvard University, Cambridge, Mass., 1966; Courtney B. Cazden, Infant | 
School, Education Development Center, Cambridge, Mass., © 1969 by Courtney B. Cazden; the Plowden and Hadow 
Reports, Primary Educatior- Eveline Lowe Primary School, Mathematics in Primary Schools, by permission of The 
Controller of Her Britannie Majesty's Stationery Office; Joseph Featherstone, “Schools for Children, August 19, 1967, 
and “Teaching Children to Think,” September 9, 1967, The New Republic, © 1967 by Harrison-Blaine of New | 
Jersey, Inc.; D. E. M. Gardner, The Children's Play Centre, Methuen & Co. Ltd., London, 1937; D. E. M. Gardner, 
Education Under Eight, Methuen & Co. Ltd., 1949; D. E. M. Gardner, Experiment and Tradition in Primary Schools, | 
Methuen & Co. Ltd., 1966; D. E. M. Gardner, "The Plowden Report on "Children and Their Primary Schools,’ ” | 
Froebel Journal, January 1968; D. E. M. Gardner and Joan E. Cass, Role of the Teacher in the Infant and Nursery | 
School, © 1965 by Pergamoi: Press Ltd., London; Nora L. Goddard, Reading in the Modern Infant's School, Univer- | 
sity of London Press Ltd., London, 1964; Mildred Hardeman, ed., The Nathan Isaacs Papers (tentative title), Teachers 
Colleg. Press, New York, in press; Fred Hechinger, “From Head Start to Where,” Saturday Review, December 18, 
1965, © 1965 by Saturday Review, Inc; Nathan Isaacs, "Memorandum for the Plowden Committee,” Froebel 
Journal, June 1965, and “Piaget: Some Answers to Teachers’ Questions," National Frocbel Foundation, 1965; Susan 
Isaacs, The Children We Teach, University of London Press, Ltd., 1963, and Schocken Books Inc, New York, 
© 1971; Susan Isaacs, Intellectual Growth in Young Children, Routledge & Kegan Paul Ltd., London, 1930, and 
Schocken Books, New York, 1966; Susan Isaacs, Social Development in Young Children, Routledge & Kegan Paul Ltd., 
1933, and Humanities Press Inc., New York; National Frocbel Foundation, "Children Learning through Scientific 
Interests," and "What is Required of thc Nursery-Infant Teacher in this Country Today," 1967; The New York | 
Times, news stories, October 23, 1966, and January 25, 1969, € 1966 and 1969 by ‘The New York ‘Times Company; | 
Diane Ravitch "Programs, Placeboes, Panace: 1968, Center for Urban Education, New | 


The Urban Review, April 
York; Simon Yudkin, 0-5 A Report on the Care of PreSchool Children, George Allen & Unwin Ltd., London, 1967. 


© 1971 by Lillian Wceoer 1 


All rights reserved. No part of this book may be reproduced in any form, by | 
mimeograph or any other means, without permission in writing from the author | 
and the publisher, Prentice-Hall, Inc., Englewood Cliffs, New Jersey. | 


ISBN:(C) 0-13-281295-9 | 
(P) 0-13-281287-8 


LIBRARY OF CONGRESS CATALOG CARD NUMBER: 71-167910 


"Ul" ges 7 6 p 4 


PRINTED IN THE UNITED STATES OF AMERICA Í 


Prentice-Hall International, Inc., London 

Prentice-Hall of Australia, Pty. Ltd., Sydney | 
Prentice-Hall of Canada, Ltd., Toronto | 
Prentice-Hall of India Private Limited, New Delhi 
Prentice-Hall of Japan, Inc., Tokyo | 


CONTENTS 


FOREWORD by Dorothy E. M. Gardner vii 
ACKNOWLEDGMENTS ix 
NOTES ON USAGE xii 
INTRODUCTION: Turning to England 1 
The Study, 6 
part one 
INFORMAL EDUCATION: The Practíce 
Learníng Agaín ín a Chíld's Way * 15 
chapter | 
THE NURSERY SCHOOLS 17 


Full-Time Nursery Schools, 18 * Scarcity and Types of Provision, 49 e 
Scarcity and Staffing, 54 * Solutions, 57 * The Model for the 
Infant School, 60 


chapter 2 
THE INFANT SCHOOLS 62 


Some Lasting Impressions, 62 * scHooL sETTING: Neighborhood 
Schools, 66 * Staffing, 71 * ORGANIZATION FOR INFORMAL EDUCATION: 
v 


vi Contents 


Class Organization and Concepts of Progression, 76 * Use of 
Building Space: Overflow and In-and-Outness, 81 * Plan of the 
Day—The Timetable, 89 * THE HEADMISTRESS AND THE TEACHER 
IN ACTION: The Headmistress and Communal Life of the School, 95 e 
Interaction and Communication, 100 + Teacher Planning, 104 * 
SCHOOL ENVIRONMENT AND CURRICULUM: Materials, 114 e 
Mathematics, 118 e Science, 122 + Reading, 126 * SUMMARY 
AND ESTIMATES: The Framework of Conditions, 132 * Impressions 
of Children’s Behavior and Attitudes, 134 * Transition to the 
Junior School, 137 * Estimates, 142 


part two « 


INFORMAL EDUCATION: The Entity and the Theory 


chapter 3 
THE INFANT SCHOOL ENTITY: Dissemination and History 147 
Dissemination Through the Headmistress, 147 * The History, 160 


chapter 4 
THE IDEA: Rationale for Informal Education 169 


Susan and Nathan Isaacs, 171 


chapter 5 
OTHER IDEAS: Convergence and Divergence 189 


Jerome Bruner, 191 * Basil Bernstein, 197 * American 
Formulations, 206 


chapter 6 
EXTENSIONS AND REAFFIRMATION 215 
SUMMARY THOUGHTS: Turning to America 232 
BIBLIOGRAPHY 252 


INDEX 270 


FOREWORD 


I hope this book will reach all those who feel concern about the edu- 
cation of children because to such it will prove richly rewarding. 

During the year when Mrs. Weber was studying the Nursery and 
Infant Schools of England I had the privilege of meeting her frequently 
to talk over her findings. I was greatly impressed both with her awareness 
and understanding of current educational theory and its impact on educa- 
tion and also by her ability to observe and appraise the practice in the 
many schools she visited while in England. While never censorious she was 
constructively critical and no detail escaped her attention. The teachers 
were aware of her sympathetic interest in their work and discussed their 
ideas very freely with her. On our side we very much valued the knowledge 
she shared with us of ideals and achievements in education in the U.S.A. 
We found much in common—as was to be expected between two countries 
both inspired by a democratic philosophy of education. Differences arising 
from variations in historical influences and in the ways in which schools 
are planned and administered proved stimulating, at least where Mis. 
Weber and I were concerned. We both felt we were learning from each 
other. I was delighted when she decided to put the results of so much care- 
ful thought and insight at the disposal of other teachers by writing this 
book. s 

Donoruy E. M. GARDNER, 0.3.E., M.A. 
Formerly Head at the Department of 
Child Development, University of 
London Institute of Education 
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.NOTES- ON USAGE 


1. Spelling throughout the book follows American conventions except where, 


10. 


TI. 


12. 


. as in a title of an English book or quotation from an English source, the 


original spelling is used. Use of English school terms follows conventions 
of the Plowden Report, e.g., “infant school" instead of “infants” school." 


. The term “state” education is used for what is called public in the U.S., 


to avoid confusion with the English usage of “public.” It refers to free and 
publicly funded schools. The equivalent Plowden usage for free schools 
is: "maintained" by Local Education Authority and "supervised" by the 
Department of Education and Science. 


- "Plowden" is the common designation of the report, Children and their 


Primary Schools, issued in 1967 by the Central Advisory Council for 
Education of England, Lady Bridget Plowden, chairman. 


. “Hadow” is the common designation of the report Infant and Nursery 


Schools, issued in 1933 by the Consultative Committee of the Board of 
Education on Infant and Nursery Schools in England. 


- NNEB are the initials that identify an assistant who has passed the ex- 


amination given after a two-year training period by the National Nursery 
Examination Board. 


- HMSO (Her Majesty's Stationery Office) is the official government pub- 


lication distribution agency in Great Britain. 


- HMI (Her Majesty's Inspectors) are the national, politically independent 


inspectors of education, responsible only to Her Majesty. 


- LEA is the abbreviation for Local Education Authority; ILEA, for the 


Inner London Education Authority. 


- "8/60" refers to the circular issued by the Department of Education and 


Science in 1960 closing off further expansion of nursery education and 
setting the size of the total nursery school enrollment at the figure of 1957. 
New Towns are new cities that have been deliberately planned to curb the 


uncontrolled growth of the old cities; most of tl r- 
ing the:post-World War II perio júla 


The Nuffield Foundation in England is a research 


of education it has sponsored experimental and 
particularly in science and math. 


Complete references for those so 
given in the footnotes. 


xii 


foundation. In the field 
innovative approaches, 


urces not listed in the Bibliography are 


INTRODUCTION 
Turning to England 


Why did I turn to England and what made me undertake, during 
1965-66, the study reported in the following chapters? What was it that 
concerned me about our preschool education, and what guides to solutions 
did I think I would find in England? 

As an American nursery school teacher 3nd director, I was aware of 
how few children were being served by private or cooperative nursery educa: 
tion or even day care. I was convinced that we needed a vast expansion of 
preschool education, and equally convinced that the "quick" education 
that was being planned at that time could only offer a poor solution. 

It had not been clear to me that "good" education could exist under 
the conditions usually found in the public sector until I discovered that 
England had what I considered to be "good" education, even with large 
classes, and that it provided this in the state framework."After initial 
skepticism, I became intensely interested, and determined to see it with my 
own eyes. And indeed, everything I saw in the English nursery schools was 
relevant to American problems. As a result of what I saw in English infant 
schools—their support of the continuity of a child’s prior-to-school or 
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nursery school experience—my focus widened from the relatively narrower 
concern for preschools to a broader one: the investigation of possibilities 
for such continuity in our own public schools. 

h While American educators are still concerned with expanding pre- 
‘School education, they now strive for more than that. The major focus of 
current efforts has shifted sharply, not only as a result of the inadequacy 
of the solutions offered in the name of preschool compensatory education, 
but also in, light of the questions raised by that experience. The present 
focus in public education is on establishing continuity between preschool 
and the early grades, and on challenging the "usual" or traditional—in 
short, it is on changed education. 

My introduction to English school practice for young children took 
place at the Intetnational Summer School of the Nursery School Associa- 
tior. of Great Britain and Northern Ireland at Vassar College, in 1963.1 
What I heard and saw of public preschool education seemed to share the 
premises of the nursery school education I knew. I had come to the con- 
ference expecting no startling disclosures and, along with the other Amer- 
ican participants who represented the private or, as in my case, the parent- 
cooperative sector of nursery school education, responded initially to what 
was familiar in the English setting: the responsive, individualized com- 
munication that made up the school day, and the look of the movement 
in the classroom. I basked in the superficial “sameness.” 

The special relevance of the English system to American concerns 
had indeed escaped me, but soon my attention focused on the essential dif- 
ference between American and English schools: the English schools with 
their large groups were part of a system of state education. And though 
their "best" and our “best” looked very similar in action, still our “best” 
related to the few and small private or demonstration schools. Public educa- 
tion that looked as good as private education seemed well worth investi- 
gating. 

E At the time of the-Vássar meeting, a national discussion on public 
preschool education was getting underway. The discussion had been stimu- 
lated by research»confirming the importance and possibly critical character 
of early childhood learning? Descriptions of poor school facilities and learn- 
ing disability in the depressed areas of the cities added the note of urgency.? 
Moreover, the discussion reflected the forces put into motion by the civil 


1 ; P ; , 
ee meeting at Poughkeepsie, N.Y., in 1963, was the first to be held in 


? Benjamiti S. Bloom, Stability and Ch i isti 
N 2s m Wiley & Sons, Inc., 1964). corpons 
E € Great Cities School Improvement Study," i j 

I c y," Ford Foundation Project 
(mimeo.) 1960; Youth in the Ghetto (New York: Harlem Youth Opportunities 


Unlimited [HARYOU], 1964); k Ri A i 
(New York: Harper B Row, lisa "insi. Mie Culturally Deprived Child 
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rights movement—forces that demanded not merely a description of prob- 
lems, but solutions. 

America had at that time no publicly funded education for young 
children—or so little of it that it served only a small fraction of the children 
who needed it. Care for children of poor and working mothers, limited t6 
certain big cities, was in small supply, having been cut back rather than 
expanded after World War II. Most of whatever education existed was 
used by the middle class.* Even among the few excellent and expensive 
private schools physical arrangements for nursery schools were often make- 
shift. Most private and cooperative schools had to bend circumstances in 
churches, settlement houses, and even apartments, to implement their 
ideas of good living for children. The demonstration schools for teacher- 
training programs at universities and colleges could not be characterized as 
makeshift but there were, and are still, few of these. While day «care 
Services in some cities were provided in premises planned for such use, in 
most places only minimal building and health standards were enforced. 
Licensing based on educational standards, including those of qualification, 
was still a battle being fought, and standards were characteristically un- 
even. This state of affairs compounded the problem of scarcity. 

With the forces of the integration movement baring the facts of poor 
educational facilities and mobilizing public opinion, great pressure was 
exerted for improving schools and revising educational perspectives. Con- 
centration on early childhood, where there was little already existing struc- 
ture, seemed to offer least trouble; on this level racial integration was least 
resisted. The enormous variation in nursery school standards and the lack of 
articulation between nursery education and the education that followed, 
however, turned the new program planners away from the private nursery 
Schools. A really wide extension of nursery education within the public in- 
stitutional framework was the obvious next step. And so, Operation Head 
Start was born. m 

Federal funding followed the avalanche of public pressure, support- 
ing preschools both within the public school organizational structure and 
outside it, where in fact the federal guidelines introduced 2 new standardiza- 
tion. The first eight-week program of Head Start in the summer of 1965, 
and the year-round programs that grew from this, have, of course, made 
history. Over a half-million children attended Head Start that summer, in 


* Samuel Schloss, Enrollment of 3-, 4-, and 5-Year Olds in Nursery Schools and 
Kindergartens, October 1964 (Washington, D.C., National Certer for Educa- 
tional Statistics, June 1965). In 1964 the percentage of chiidren enrolled in 
nursery school and kindergarten for each age was as follows: age 3, 4.3%; age 4, 
14.9%; age 5, 58.1%, and of this group only 44.3% were actually in public 
kindergartens. The statistics did not indicate how many of the nursery schools 
were licensed or measured up to the various state department of education 


standards. 
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classes whose size was set at 15. When I left for England in August 1965, 
public preschool education was no longer “on the brink" but underway. 

In that first winter of Head Start, however, it was plain that what had 
been possible at the outset could not be sustained without some serious 
thought for permanence. Though many yearround Head Start programs 
exist within the present building and space limitations, capital outlays are 
not part of the federal program. Despite much talk, there is still no fund- 
ing for new, buildings, which would represent real acceptance and institu- 
tionalization of Head Start programs. In fact, funding for Head Start is 

* stillsprecariously on a year-to-year basis and has not become an accepted 
part of regular school business and planning. 

Head Start’s limitations were not only related to disappointments in 
funding, they weré built in by the very nature of the program's definition: 
compensatory education for the disadvantaged child in preparation for 
attendance at the regular school.* The narrowness of definition even made 
itself felt in the character of training received by Head Start teachers and 
assistahts.' In response to the emphasis implied in Head Start, the pro- 


5 No school system, not even that of New York City, seems financially able or 
has sufficient staff to undertake what is involved in a permanent overall extension 
of preschool education. At this writing, the 7 states Peet reported in 1965 as 
having no public school kindergartens still have none (“Why Not Enough Public 
School Kindergartens?” Young Children, Nov. 1965). In October 1968, Berson 
listed 17 states as providing no state aid for kindergartens (“Early Childhood 
Education,” American Education, Oct. 1968). In 1970, 30% of children of kinder- 
garten age in New York State were not in kindergartens, public or private, accord- 
ing to Commissioner Nyquist ("The State's Responsibility,” see Bibliography). 
The original bulletin announcing Head Start noted that 1 million deprived children 
entered school every year; yet as of July 1970, only 258,000 children were reported 
in year-round programs; from the 560,000 of the first summer, Head Start 
registration was down to 472,931 in the summer of 1968, as recorded by the 
Office of Economic Opportunity. 

® One reflection of this narrow focus was the appearance, in the years following 
the introduction of Head Start, of article after article belittling the usefulness of 
nursery school to any othe? than the disadvantaged child. It was not until 1967 
that the position paper on prekindergarten education issued by the New York 
Board of Regents countered this trend by calling for free public education for all 
fouryearolds on a voluntary basis by 1970-74: Prekindergarten Education 
(Albany: State Education Department, Dec., 1967); budgetary and organiza- 
tional implementation of this proposal, have not yet been made, however. 

7 One of the new elements Head Start injected into traditional systems was the 
addition of assistants. (Such staffing, in fact, has implications for further change 
still only partially realized.) The assistants, for the most part parents, were Te- 
cruited from the community as one phase of the federal anti-poverty program 
and given, an emergency training designed to fit the demands of Head Start. Train- 
ing coursésswere soon extended but at this writing only a few community col- 
leges project a full two-year program planned with a wide educational focus, an 

only a few programs are being offered for a sequence beyond this, that is, career 
development in which assistant can become teacher. See G. Bowman an 

G. Klopf, New Careers and Roles in the American School (1968) and Teacher 
f "E Social Context (1967) (New York: Bank Street College 9 
TO jogg) oat and A. Pearl, New Careers for the Poor (New York: 
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grams had to offer not only training but retraining, based on material 
elaborating the differences in the deprived, and on a new educational ap- 
proach thought to be necessary. Special programs and institutes proliferated, 
rallying the small number of qualified teachers from the private sector for 
training tasks. Inevitably there was dilution as qualified persorfnel were 
spread thin. The situation demanded heroic efforts, and quick training was 
stressed; institutes often were conducted in an atmosphere of “emergency.” 

When the early assessments of Head Start indicated the necessity of 
continuity to bridge the gap between preschool and the next level in public 
school, it became clear that the usual school organization did not provide 
the needed continuity, and the focus of discussion shifted to changes in the 
organization of the public elementary school. Fred Hechinger, summing up 


that first summer, discussed Kenneth Clark’s warning: 
e 
. . . compensatory education . . . is no substitute for change in the 
structure of education itself. Merely giving such children an opportunity 
to begin slightly ahead of the class is of little use if the regular school is 
not, at the same time, made relevant for them.5 


Clark predicted a very limited short-term benefit unless there was con- 
sistent followup. The New York Times (October 23, 1966) reported studies 
indicating that the educational advantages of the Head Start program 
tended to disappear as a child moved on through the later grades and that 


either because of poor teaching or because of an uninspired curriculum 
in the public school, the pre-school child's thirst for knowledge went 
largely unquenched and the other advantages of pre-schooling rapidly 


dissipated. 


A report by the Westinghouse Learning Corporation and Ohio State Univer- 
Sity (released April 13, 1969) also confirmed that the gains were rapidly 


^ 


dissipated. . , 
The case for continuity was argued in even stronger terms in the 


Urban Review: 


satory education were recognized for what it is, quality educa- 
tion, the absurdity of a limited one-, two-, or three-year program, par- 
ticularly at the pre-school or elementary school level, would be apparent. 
After all, of what value to the student is temporary quality education? . . . 
Only sustained quality education makes a difference.? 


8 Fred Hechinger, “Head Start to Where?" Saturday Review," December 18, 
1965, p. 60. Sec also Hechinger, Pre-School Education Today (New York: Double- 
day & Co., 1966); Pines, Revolution in Learning (New York: Harper & Row, 
1966); Grcy, Miller, and Forester, Before First Grade (New York: Teachers College 


Press, 1966); Robison and Spodek, New Directions in the Kindergarten (New 


York: Teachers College Press, 1965). 
tpe Programs; Placeboes, Panaceas," Urban Review, April 1968, 


Vol. 2, No. 5, 11. 


If compen 
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The discussion mounted, but few proposals for developing this E 
tinuity were actually made. It is only since 1967, and on the most limite 
scale as "pilot projects," that continuity and Follow Through cdm 
began to be developed, starting with kindergarten and adding a grade D 
year. Evén though plans were made for 37,000 participants in 1969- 0, 
double the number accommodated in 1968, the limited scale was plain. 
Nevertheless, the arena has moved from publicly funded preschool educa- 
tion to the changes necessary for continuity. With no improvement seen 
from compensatary programs as long as traditional schooling was the next 

' step, the focus was now on the public school organization itself. Finally, 
we have faced the problem of making our schools “good” schools that can 
assure continuity of experience for a child. 

In America, this problem seems overwhelming to those who despair of 
the possibility for change within the huge public school organization; all 
public school solutions seem to threaten loss of the human dimension. But 
both the English infant school and its model, the English nursery school, 
are examples of state education that have changed and that possess human 
dimension; and so they are examples for us of a genuine possibility for 
change within our own public schools. 


THE STUDY " 

The study reported in this book of a group of English nursery and 
infant schools is based on Observations made from September 1965 to 
May 1966 as part of a yearand-a-half stay. Part One presents descriptions 
of the practice of informal education; Part Two summarizes the spread of 
this practice in England, its history and theory. As illustration, or as a 


case study, this report on informal education is meant to be freely in- 
terpreted and freely applied. 


Data 


The study repeats little of the tons of 
the current and projected status of prescl 
States. American ideas are considered only 
tion of English ideas. 

Neither, is this study meant to du 
education that'abound in English edu 
sive of such descriptions appears in C. 


reportage that already exist on 
hool programs in the United 
as they affected the reexamina- 


plicate the descriptions of informal 
cational literature. The most exten- 
hildren and Their Primary Schools, 


10 “Follow Through Programs, 1969. 


—70," American Education, Vol, 5, Novem- 
ber 1969, 26-27. 


Introduction 7 


the Plowden Committee report published in 1967 by the Central Advisory 
Council for Education. 

By observing somewhat analogous situations in the industrial cities of 
England, I sought relevant answers to the problems of present preschool 
expansion in the United States and to the needs of children in the de- 
teriorated areas of our cities. Eventually I narrowed my visits to London, 
Birmingham, and Bristol. 

In planning this study, I had to match focus to possibilities. I first 
aimed at getting some idea of general organization, acministration, and 
standards, but soon discarded the administrative survey and retained only 
enough information on administrative and supervisory standards to add 
pertinence to my observations. Though I left statistical evaluation of “good” 
or “bad” infant schools for English consideration, my visits to schools were 
at first conceived as a test with these questions in mind: What wag the 
size of the classroom? How was it grouped? What was its schedule? What 
was the teacher’s planning? Was the atmosphere responsive? Did it foster 
communication? I also considered long revisits to try to estimate a «child's 
development, a child's progress in the learning of skills. At that point, I 
was thinking of the efficiency of the system, not of the system itself as the 
focus of interest. 

Eventually I discarded the testing point of view, while still observ- 
ing from the perspective of many of these questions. I directed my atten- 
tion on all visits and revisits to absorbing as much as possible of the many 
different ways through which the responsive relationship of children and 
teachers was developed and the supporting conditions of the development. 
This framework for informal relationships was the real center of my ob- 
serving; my notes on how skills were learned were intertwined with and 
incidental to this central framework. 

Clearly I could not attempt to describe the complete functioning of 
any single informal school. I had to concentrate on and select only those ° 
factors to which I thought “informal” could be applied as the categorizing 
word. I did not, therefore, see or even note all the conditions in the schools 
visited. My plan was simply to observe those conditions that made possible 
education meaningful to me as an American nursery school teacher and 
that might be useful in our plans for preschool expansion and continuity 
for the whole age range of early childhood education (3-8 years). 

Before leaving in December 1966, I had visited 56 schools in England, 
of which 53 were state schools. However, the study is based on the analysis 
of observations made in 47 state schools—17 nursery schools, 12 infant 
schools, 10 infant schools with nursery classes, 7 combined infant-junior 
(JMI) schools, and 1 junior school. (Junior school, the level following the 


infant school, serves children 7--—11-.) RERIN 
Twenty-four of the schools were in London, 7 in Birmingham, 10 in 
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Bristol; 4 were New Town schools and 2 were suburban schools. The one 
junior school, in Bristol, was included because of its explorations into con- 
tinuity of method from the infant school to the junior school. In the sum- 
mer of 1969 I visited additional junior schools, all examples of the spread 
Df this continuity of method, but these schools are not directly included 
in the analysis. 

Schools were visited from before 9:00 a.m. until their closing at 
4:00 P.M., fora minimum of one day each. Six schools were revisited. I lived 
next door to one nursery school and was able to observe it frequently and at 
length. I visited one infant school for a month, during which I studied pat- 
terns of children's and teachers’ movement, in preparation for the pro- 
duction of the visual supplement to this study. 

How were the schools picked? In London, Mrs. G. M. Goldsworthy, 
ther Inspector of Nursery Schools for the Inner London Education Au- 
thority (ILEA), gave me a list of all nursery schools in her authority, leav- 
ing me free to visit any I chose. The infant school and nursery school heads 
or teachers I had been writing to since meeting them in 1963 also furnished 
me with leads and referrals for my first visits as soon as they understood I 
wanted schools in poor city areas. A couple of schools were referred to me 
by the University of London, Institute of Education, Child Development 
Department. My visits to Bristol and Birmingham were organized through 
the University of London, with the cooperation of the Inspectors of Infant 
Education in both Bristol and Birmingham. Except for the visits organized 
by the University of London, all others were arranged between the heads 
and myself, and in every case the freedom of the school was given me—for 
that day I was part of the life of the school. 

At times I veered from this major plan of school visiting to sample 
other services for infants and children up to 8 years old, to substantiate an 
idea I had that the informal concept in education was not an isolated one 
but part of a generalized public attitude towards children. Visits were made 
to infant welfare stations: where I saw toddler groups, to play centers, to 
adventure playgrounds, to play groups, to residential nurseries, and to day 
nurseries. 

At the Vassar Conference in 1963, I had speculated that the assistant 
(the “NNEB,” qualified by the National Nursery Examination Board), 
was very probably an important factor, making possible more informal 
relationships, even with large groups. I directed my observation to the 
functioning of these assistants in all the schools studied, and also visited 
five technological colleges that had programs for the training of nursery 
assistants, in particular, North Western Polytechnic. (Even before coming 
to England I had explored the possible significance of such programs as 


career training and recommended their incorporation into the New York 
City community colleges.) 
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I visited three teachers colleges and had prolonged contact with one 
of them at the very end of my stay when I was able to live in the Rachel 
McMillan College Annex residence for three months, as Warden 
(graduate/resident available to students and responsible for parietal rules). 
In this way I was in close touch with students, was able to visit lecturé 
rooms and to see students during the period of student practice. These 
observations contributed some insight into the training of the teacher and 
into the dissemination of the “idea.” Dorothy Gardner’s seminar on teach- 
ing teachers, in the spring of 1966, added much to my understanding. Since 
I was registered at the University of London, attending child develop- 
ment lectures and participating in research seminars, I was in con- 
tinuous discussion with students who were heads or prospective heads of 
schools. à 

Of profound significance to me was hearing Nathan Isaacs lecture 
and later having a long discussion with him shortly before his death in 
1966. My participation in a Nuffield Junior Science Project Training 
Course was essential to my understanding of the English respons€ to a 
child’s “own question”; throughout my stay in England I was able to 
maintain contact with members of the Nuffield team. I was carried farther 
into the English analysis of the child’s thinking at the Oxford Session of the 
Nursery School Association’s International Summer School, July 1966. I 
became immersed in the English educational world, wading my way 
through the detail of discussion, observation, and reading. On Miss 
Cardner's advice I held off reading the English educational literature until 
my direct observations had given me a frame of reference and until I had 
made a tentative structure of “significance.” The wisdom of that advice 
I found in much of what I read discussions of 
“discovered” in my hard work of observation. 
My reading and analysis confirmed and expanded in logical sequence what, 
in rough form, I had already found through observation. 

My return to the United States and the subsequent delay in com- 
pleting the writing of the study because of my immediate assumption of 
teaching duties at City College had significant effects on it. For one, all 
speculation about the Plowden Report with which the English educational 
circles were rife had to be updated in terms of the actual recommenda- 
tions released in January 1967. Through correspondence, reading of English 
periodicals, discussion with English visitors, attendance at conferences, and 
finally, a revisit in the summer of 1969, I followed the effect of the Plowden 
Report on English education. 

In addition, the visual supplement to this study, the movie, Infants 
School,!! was shown widely. Questions that were asked raised points ob- 


became clear to me when 
some of the aspects I had 


11 Directed and filmed by Peter Theobald, and distributed by the Education De- 
velopment Center, Newton, Mass. 
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vious to me when I was swimming along in the English milieu but which 
now had to be explained more specifically. 

My own development of projects—clustering classrooms that open 
their doors to the corridor, with the whole considered as common living 
space—emphasized the need for great descriptive detail? In all these ways 
the study has been extended, but it is still based primarily on observations 
made in England. 


e 
Definition of "Informal" Education 


* Over the course of a year and a half in the English schools, I gradually 
fathomed that the conditions I saw were themselves the mechanisms for 
deep change in the traditional school pattern. Particularly striking was the 
fact that these mechanisms and this change were widely spread without 
any visible official enforcement or prescription, and so the history and the 
techniques of this dissemination became part of my study. 

When I went to England to observe the functioning of "informal" 
education, I had not yet questioned its definition. My preliminary notion 
of informal education was as the kind of teacher-child relationship and 
classroom organization stressing greater individualization with which I was 
already familiar. This view was to remain, but observations in the infant 
schools led to a detailed consideration of the meaning of "informal" and 
to an extension of definition. 

It soon became clear that the definition or the idea itself was one of 
the conditions influencing the infant school's total function. So the 
theoretical basis for the practice I saw and tried to describe became an 
integral part of this study; the reexamination of my preconceptions, those 
premises I had taken for granted as "common," became intertwined with it. 
As my understanding of "informal" was extended, the study changed, even 
in the focus of its observation. Thus this report is, among other things, a 
step by step account—from “seeing” to reexamination to redefinition—of 
thy understanding of the English idea of informal education. 

oe As I visited schools, observed, and read, a more complete definition 
of informal” took shape for me. It was a word I found more often in 
Rett literature, but all of those using it seemed to be quite 
[dm ka ird ba defining and of their reference. In the literature 
ie contrasted with cian fd b the word nfi" as I first heard 
broader mennat Ta s time passed, "informal" came to have a 

8 me than the description of methods, as in activity or 
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discovery methods—and broader, too, than the description of experiments 
and experimental schools. 

Informal, as I understand it, refers to the setting, the arrangements, 
the teacher-child and child-child relationships that maintain, restimulate 
if necessary, and extend what is considered to be the most intens form of 
learning, the already existing child's way of learning through play and 
through the experiences he seeks out for himself. 

The active force of such learning is considered to be curiosity, interest, 
and the needs of a child's own search for definition and relevance. The 
School setting or environment must be rich enough to foster and maintain 
this curiosity; it must be free enough to allow and even to help each in- 
dividual follow the path indicated by his curiosity. Entwined with the ex- 
perience gained through a child's own use of the school environment is 
the learning of skills, because skills are needed in the process. How a child 
would learn in the school setting was also individual—he would learn in his 
own way, at his own pace, exploring his own interests, for his own purposes. 

Understanding and examining this formulation of informal edutation 
occupied me throughout my stay in England. As my appreciative response 
grew, so also did my perception of differences between American and 
English schools; and my response grew because what I saw and understood 
seemed even more relevant, not less, to the discussion underway in the 


United States. c 


part one 


INFORMAL EDUCATION ` ` 
The Practíce | 


Learning Again 
in a Child's Way 


Like many Americans, I had been exposed mainly to English litera- 
ture, rooted in the English scene. I had assumed a comfortable under- 
standing, a familiarity that, it turned out, had little connection with reality. 
Only after going to England did its place names, events, customs—even 
food—have meaning for me. All this is commonplace, the very reason for. 
travel. But the strong shock all travelers feel on exposure to the firsthand 
gave me new insights on education. For the very act of seeing immediately 
catapulted me into a state of deep personal awareness of the learning 
process and so to receptivity to all definitions of informal education. 

Placed into a context of utter unfamiliarity, my vision at first blurred 
and became dependent. I had to ask the bus driver to call out the stops, 
etc. Then I became almost painfully aware of signs, train tickets, idiom, 
movement, different patterns of streets, of traffic. Eyes intent, ears pricked 
up, I was unable to take for granted the smallest point. I began to realize 
what a great deal of detailed experience is needed before a pattern is seen. 
Immersed in strangeness, my own learning, my ability to make correct de- 
ductions was not very quick. Detail had to accumulate. And I was ready— 
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in my situation of having no clues—to accept anything as possible, even 
things for which I could find only absurd or magical explanations. The 
meaning of small experiences, how they "it," would strike me hours or even 
weeks later. 

I femember my first bruising on the unfamiliar. On my first night in 
London I started to check out possibilities for long-term housing and 
boarded a bus. No driver in sight, only an attendant pulling a cord, the 
bus was swerving its way through traffic. "Is that the driver?" I asked a 
passenger, pointing to the attendant. "Is it all right?" A woman leaned 
over and patted my knee, “Not to worry, love.” That night I wrote home, in 
all seriousness, “The English are so clever, they even have a new kind of 
automated bus.” The next day I saw the front cab construction of the bus 
and its driver, bat I still thought the other one had been driverless, an 
experiment. A couple of weeks later, I woke up convulsed with laughter, 
my long-established basic distrust of magic reasserting itself. But at the 
same time, I was startled that this could have happened to me, an adult 
with’ lots of framework in which to fit new experience, and happen in 
England where so much was warmly familiar. 

I give this apparently irrevelant illustration because it was a salutary 
beginning for an investigation of informal education. My sense of dis- 
orientation quickly receded, and I could learn and expand and correct, 
Another person, depending on his unique bent and background, would 
have different disorientations and different disconnections. But it was, 
perhaps, this vulnerability, the sudden realization of unfamiliarity, the sense 
of disconnection, that made me more open to new meanings in “simple” 
formulations, to differences that were important. I could sce the differences 
because the blur was not total; some of my background in education and 
in child development did stand me in good stead. 


At first I saw the small differences of u 
which I expected and to which m 


- 


se, of function, of condition, 


; y attention was directed. Later, because I 
was a sufficiently experienced teacher from a background sufficiently similar, 


I could be critical, even see and weigh degrees of difference. There was 
enough difference to force the seeing with new eyes, to force the slight 
shift, the reordering, to prevent me from treating differences as only an 
addition of facts and information, and to permit me to learn again in a 
child's way but feel with an adult’s awareness that I was learning. The 
process was part and parcel of my rethinking, redefining my understanding, 


because it was an idea and a system Supportive of a child's way of learning 
that I was sceing. 


chapter | 


THE NURSERY SCHOOLS ` 


Their status in state education first stirred my interest in the English 
nursery schools. Here I hoped to find clues to solutions of American prob- 
lems in public education for the early childhood years! My observations 
focused on answers to these questions: Why were the nursery schools con- 


sidered so important in spite of being so few in number? What was the . 


national importance of their high standard? Why were they treasured as 
models for the infant school? Did their large groupings, 30 children to each 
qualified teacher, work? Did individualized nursery education as I knew it 
exist with these groups? If it did, what were the conditions that made it 
possible? What did it look like? 

Overall, the impression I took away of English state nursery educa- 
tion was that absolutely everything had been provided and thought through 


1In all, I visited 17 nursery schools: 4 full-time, 7 full-time/part-time, 6 part- 
time; 13 were in London, 2 in Bristol, 2 in suburbs. I later visited 10 nursery 
classes located in infant schools. Of these, 4 were full-time, 1 full-time/part-time, 
5 part-time; 6 were in London, 2 in Birmingham, 1 in Bristol, and 1 in a New 
Town. 
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for the maintenance of healthful school living, for the support of pe ea 
adjustment, and for the stimulation of intellectual response. Though there 
were classes of 30 children, these had been planned for in space, in staffing, 
and in equipment, so that the natural pace of a child's development was is 
no way impeded. The excellence of the planned structure of English nursery 
education came through clearly; the serenity of the school atmosphere was 
remarkable. 


© 


FULL-TIME NURSERY SCHOOLS 


Setting and Intake 


The location of the nursery school was almost always in the poor 
working-class areas. Identification of the areas as "poor" was sometimes dif- 
ficult because of the “high-rise” apartment house complexes (“Council 
estates” which correspond to our public housing projects for low-income 
tenarts) that had replaced the slums bombed out during World War II. 
Even though the new housing was much less drab than what it replaced, 
it was still considered “poor,” since it was constructed to relocate a pre- 
dominantly working-class population. À 

It was not only because the poor were housed in these new apart- 
ments or "flats" that nursery schools were established in those neighbor- 
hoods. English educators view living in high-rise flats as "deprivation." They 
recognize that such housing provides a less natural way of living for 
children because it separates children from the natural materials of learn- 
ing, the natural environment that helps children begin to develop under- 
standing of process and causality. Living in these buildings is considered 
a hardship for children. The hardship is more than the hardship of poverty. 
It is the hardship of urbanization. The nursery school, according to English 
planners, would help children overcome this hardship. 

Admission was often from a much wider area than the school neigh- 
borhood. Sometimes this occurred because an old stabilized population 
had outgrown the need and left vacancies in the nursery school register. 
More often, admissions were based on selective judgments about necd. 
With nursery schools in short supply, the waiting list for admission was 
very, very long. Recommendations by the health visitor (a trained nurse 
with additional public health and social work qualifications) or by the 
doctor usually gave definite precedence to children or parents in need, and 
need might be poverty, illness, large families, bad living conditions (includ- 
ing high-rise housing), or other problems. 

The relatively small number of immigrant children in the nursery 
schools seemed to be largely the result of the failure to expand provision 
of nursery schools. Also, the immigrants, new to the community, either 
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had not put themselves on the waiting list or were last on the waiting list. 

If a headmistress could not respond to an application from immigrants, 

she immediately put the younger child of the family on the list. Where 

immigrants did manage to get into housing estates, their number in the 

schools increased. Once in the school, immigrant children wete easily 
accepted and included in the program. 

The attention given by the Plowden Report to “educational priority” 
areas, which are analogous to our inner-city areas, reflects the, prevailing 
view of the importance of nursery education for an immigrant child. 
Plowden urged a policy of positive discrimination and advocated active 
persuasion to enroll all children in need of nursery education. 

Information on the children’s economic background that I culled 
from the heads’ listing of parent occupations indicated that even though 
the local area was no longer the only one served, the bulk of intake Was 
working class. Nevertheless, since many headmistresses used the waiting 
list as their main guide, it could happen that enterprising parents of any 
class who had registered their children very early could conceivably be 
rewarded by admission. But the schools had been set up with the intent 
of serving those most in need, and for the most part still largely served the 
poor. There were fatherless children, children whose fathers were in jail, 
children whose mothers were in hospitals. There were children who were 
described as very, very poor. None of this, however, seemed to declare 
them “different.” Certainly, the children’s poverty did not stand as a 
barrier blocking the teacher's understanding. Some of the heads still resided 
in the neighborhood of the school. They had shared war experiences with 
their older neighbors, and were known to have lived with children from 
just these backgrounds during the wartime evacuation. The teachers, too, 
seemed deeply aware of and full of empathy with the burdens and the 


conditions of the children’s lives. 


The School Building 

The concern for the loss of human dimension in the urban environ- 
ment helped shape the physical design of the English nursery school. Each 
school was a planned oasis of beauty. Such planning provided immediate 
access to the outdoors, so that indoor and outdoor play could go on simul- 
taneously. It provided for a garden. Above all, the building plan offeret 
space for all the richness and variety of equipment as well as the means 
to arrange this equipment in areas that were suitable and invit-ng. 

The building itself was a one-story structure. Windowed doors opened 
out onto paved bays under a slight overhang and led to the garden. Each 
&roup of 30 children had a large room. Additional rooms were set aside for 
Staff use, the headmistress’s office, and a medical office. Most schools had 


.20 The English Infant School and Informal Education 


kitchens. A number of schools maintained laundries that were used by 
several schools jointly. Usually a wide corridor connected all these facilities. 
The washroom and toilet areas were spacious. "They were filled with 
children-sized sinks, six to a group of 30, and children-sized toilets, five to a 
* group of 30. In some of the older nursery schools (pre-World War II 
vintage), the washroom had a large tub, placed originally to allow the 
teacher to stand while bathing the children. Redesigned with benches 
around it and a shelf for accessories, the tub now served for expanded 
water play. Large window walls divided these facilities from the class- 
rooms to permit the teacher a quick look-in for checking the whereabouts 
or needs of pupils. Each child had a locker for his plastic cup, comb, wash 
cloth (flannel) and a towel, and sometimes even toothbrush. Each item 
was marked with a picture symbol—a ship, ball, train, etc.—special to that 
child. 

With present-day central delivery lunch service, use of the kitchens 
for lunches is no longer necessary. But the kitchen still served as the area 
for children's cooking projects. Widespread use of paper goods is begin- 
ning to make laundries less essential, though the full-time schools, equipped 
as they are with linens for cots, blankets, and often coveralls or smocks for 
the children, still required laundry services. 

All these linens were also marked with a child’s special symbol. Seeing 
all the personal items in washrooms, lockers, and on cots, I was impressed 
with the work entailed in marking and keeping track of them, thinking that 
in a typical American setup and with our staffing, we would find such effort 
very hard. Certainly we do use more paper goods, but the amount and 
detail of what we provide, even in our day care centers, are not as great 
as in the English nursery schools. 

Each school had a cloakroom or a rack in a special space in its entry 
way or in a space in the entry way of each classroom. Just as with us, 
cubbies were divided with a bottom shelf, serving as a seat as well as for 
storage of extra shoes (usually soft slippers) or Wellingtons (boots), and 

' with a top shelf for extra clothing and personal possessions, again all with 
picture symbols.special to each child. 


The Garden 


The school garden was usually marked by a luxuriance that offered a 
multitude of uses. Levels and areas were planned to create spaces for small 
groupings. 5ome did this with encircling paths and plantings for privacy 
and protection. There were various places to climb and objects to climb on. 
There might be a small pool with steps leading down to it and edged 
with flowers. Often, steps and seats were situated all over. The landscaping 
varied from school to school. In one, an unusual area featured a large sea 
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net spread over four posts and a stone seat circle. One garden used the 
bent-over branch of a tree as a climber, and big trees or full-branched shrubs 
were especially prized as additions to the flower-planting areas. There were 
areas for digging, areas with cut-down stumps covered with mosses, fungi, 
and peeling bark, and even in a few cases, a high-grass, meadowdike area? 
In some gardens a hill had been constructed, grown over with wild flowers.’ 
Animals such as rabbits and guinea pigs could be brought out to pens 
in the garden. Finally, there were the paved areas, just outside the window- 
doors, with standard nursery outdoor equipment, where children could ride 

tricycles and scooters, play with ropes and sticks, or enjoy a rope swing. In 

good weather, these areas were used for lunch service and for naps on cots 

after lunch. An overhang made possible the outdoor use of easels and work- 

benches. An interesting and important aside: in London, the school 

gardens are maintained by the Parks Department and repairs are taken 

care of by agencies of the London City Council. 


o 
Some Typical Schools 

In one school in London, children moved about independently, at 
case, comfortable in their surroundings. I saw a corner lovely with green 
growing things, a whole window of this in fact. In the corridor a windowed 
bay was filled with a sofa, two easy chairs, a bottle garden, and two 
children were curled up on the sofa looking at books. Children arrived in 
twos and threes over a period of an hour or even longer. I began to see this 
gradual arrival as a factor in the creation of the ease of movement. They 
went over to a favorite corner, fingered some things, greeted the teacher. 
Stopping to say a word to this one or that, they gradually got to the corner 
where some milk was set out, drank their milk, and then went back to 
play with whatever attracted them. . . : l 

I saw mothers help undress their children as they arrived in this 


gradual way. They chatted with the head, chatted with the teacher, left 
the school in the same gradual way, in twos or threes, as they arrived. In- 
ved on through the morning, 


one school, I noted that four mothers stay jug 

sitting in the midst of all that was going on, calmly knitting. À pram was 
outside with a baby sleeping in it. Nobody seemed to be in any kind of 
Tush, ? 


I saw three different kinds of sand: dry coarse sand, damped-down 


sand, and a very, very fine sand. In addition to the sand, clay and dough 
were laid out, easels were set up for four, and an arrangement of block 
accessories on the floor invited children to start at block building. 

Musical instruments were hanging on a rack near the piano. There 
was a book corner, a housekeeping corner (usually called the Wendy house 
in England) that was extremely well furnished, with a closet filled with 
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dress-up clothes hanging ready to use for dramatizations. Outside there were 
mice, hamsters, guinea pigs and rabbits—and a workbench. 

In another London school the long, wide corridor had a slide in it, 
a book corner with child-sized upholstered chairs, and interesting plant 
arrangements. Even so, it was not crowded. Each area was attractive, in- 
viting. Children were using all this and with nothing hectic about their use. 

In one of the classrooms three or four mothers were sitting right 
in the midst of things with their children. The window-doors were open. 
Children went to some of the things outdoors, left those, and came back 
to some of the things indoors. They went in and out and in again. The plan- 
ning of the day was obviously different from ours. Until lunch time the 
day had no periods of all being in and of all being out. This simultaneous 
in-and-outness in euse of the rich environment struck me immediately. 
Perhaps this was the key to the planning for the 30. 

In another classroom one young staff member, holding up a jar with 
some sprouted beans, was talking quietly about the growth of seeds with 
a chikl sitting near the nature table; another staff person was near the 
animals, holding a guinea pig in her lap. The first woman turned out to 
be an NNEB, the other was an NNEB student. 

The headmistress moved in the midst of everything. Even when she 
returned to her office, she found two children there, doing a puzzle on the 
floor. Almost every moment a child appeared to tell her something or to 
look for a minute at her collection of tiny treasures—mementoes from 
her summer trips perhaps—that were meant to be looked at, wondered at, 
fingered, talked about in quiet, calming conversation. Indeed, every head's 
office was an oasis of calm in the midst of the general activity, a place of 
flowers, a few lovely books, puzzles, and nearly always one or two children. 

One morning I met the health visitor who had stopped in at the 
head's office before going on to the medical room. She reported to that 
school every Monday, making herself available to the mothers and inquir- 
ing of the staff if there were any problems. She moved through the school, 
talking to children, now and then passing a word with the teacher. Every- 
one, not only the staff but the children as well, was quite at ease about 
talking with each other and talking with me. 

Indeed, there was no forced or pressured sense about anything. The 
ease of the teachers with the children was enormous. One memorable 
vignette: I saw a child take some dress-up clothes and start dancing around, 
saying she was a bride. A teacher promptly sat down right in the midst of 
all the othei*activities and played a couple of bars of “The Wedding 
March.” Three or four children joined her; they all sang for a moment 
and then went back to their own play. 

"Through the glass wall of one of the classrooms I had a view of the 
washroom, and watched children use the facilities as needed. I saw them 
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washing with their flannels, carefully combing their hair, and admiring 
their efforts in the many child-height mirrors. 

At lunch, teachers and children sat and conversed in groups of ap- 
proximately eight at tables that were covered with colorful cloths, with 
a nosegay of real flowers in the middle. Before rest time, cots were set up 
in little groups to prevent too much disturbance, and with awareness that 
some children did not want the rest. Some children had games on their 
cots, some played quietly in the Wendy house, some rested for only a 
short while. A good many cots were put outside on the paved bays and 
under the overhang; these were largely for the sleeping children. e 

Awakening gradually, the children resumed play gradually. Outdoors, 
in addition to the standard equipment there were piles of ammunition 
boxes (discards from World War II) used as large block building material, 
boards, ladders, wheelbarrows, and commando nets for climbing. Children 
helped take care of the animals outside, the rabbits and the guinca pigs. 
Also outside were the easels and the workbenches—all in the setting of a 
garden filled with flowers, bushes, trecs. Even the paved areas weré made 
more interesting with a lovely bit of planting encircled by an old tire or a 
brick trim. A gardenlike effect was duplicated indoors with the flowers and 
the lushness of the large “woods” garden on the window ledge. Here ina 
very large hollow tile all sorts of mosses, wild flowers, and tree seedlings 
would grow. It was clear that much attention had been given to detail, to 
attractiveness, to variety that could stimulate on many levels. 

In a somewhat different setting a nursery school located in a house 
was planned inside and out for young children's use. This school had one 
smaller room, with the children using both at the same 


large room and a 
r had put out dough on one table, 


time. In the large room the teache i 
manipulative games and puzzles at two other sets of tables. The workbench 


was in this room, and there was space for tables, screens, etc., to be put 
together for dramatic play. The tables themselves were on a kind of stand 
Where both the table top and the stand could be used for large block 
building. One long wall was entirely lined with cupboards for storage ot 
blocks. In the smaller room there were doll beds and carriages for house 
play and the sandbox, paint, and games. | 

There was, of course, a good bit of setting up to be done, because 
the environment was not entirely prepared for the children's immediate 
use. This was apparently a conscious and calculated decision. Both the pace 
of arrival and the tempo of the unfolding life of the school were ad- 
justed to ensure involvement of the children in setting up^tor their own 
activities and for their school. Certainly the children knew how to help; they 
got out more things as they wanted them, although some material had been 


put out by the teacher. 


Children, escorted by parents, arrived very gradually starting at 8:30; 
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at 9:30 children were still coming. There was no particular fuss over any 
child. No issues were forced. One very timid little girl came with a grand- 
mother. The grandmother stayed awhile, chatted with the teacher, with 
her grandchild, with the other children. The teacher then brought over 
a little doll and a puzzle and talked with the girl: “Can you do this? 
You do a bit and then I'll see it." Then she continued helping some other 
children with the color cone. After a while the grandmother left. The 
headmistress, seated on a low ledge, half inside, half outside the window- 
door, was reading a book with a boy. One little girl walked in with a dog. 
At cone table a child was very carefully attaching all the builder-men 
together; another was doing a puzzle. “Have you ever tried this one?” asked 
the teacher. “See if you can find the piece left out.” In the smaller room 
children were paititing at a table, and a shy little boy after first watching 
joinéd them. He finished and held up his work. “I’ve done it!" 


A Rainy Day 


The extra rooms, the staff room, and the headmistress’s office, as well 
as the corridor, seemed always to be in use, but until the first rainy day I 
had not fathomed the importance of their use. On that day I saw three 
children sitting on the rug in the head’s room, playing a card game: “A 
spade, a club,” one child said. Two other children were sitting in an easy 
chair looking at a book together. Four children were in the staff room 
with an NNEB, having a story read to them. Another group had been 
allowed to take housekeeping things to that room for a more private game, 
and another couple were in the corner playing a special house game. 

The corridor allowed for an indoor in-and-outness, for overflow and 
outlet. In it children were using wheel toys, running about, and talking 
with each other. In this school the large tank was in the corridor and the 
children could use tubing, funnels, pourers, and containers of all sizes for 
water play. 

I was struck by how easily the English accepted not only their bad 
weather but water play in that bad weather. Seated on a rocking-horse a 
child watched the water play, offering a remark in that direction now and 
then. Suddenly, a line of prams swung into view, manned by the house- 
keepers, all dressed in hats, trailing skirts and carrying pocketbooks. 

Over in a corridor corner three little girls were seated on little chairs 
looking at books, and a boy was “reading” to them. In this corner were a 
few upholstéred easy chairs, pillows, fresh flowers, a lovely drape of 
material, an interesting shell on a low shelf and some intriguing arrange- 
ments of a bit of sea glass and a piece of blue glass on a low table close 
by—all available for fingering by the children. 

On this particular rainy day I was visiting a school where the situa- 
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tion might well have seemed especially difficult. It was a school in a 
housing project in London, a part-time school. Since the rooms were larger 
than average it had been decided to increase the register of each class to 
40 and also to adjust the number of NNEBs. (The usual ratio was one 
NNEB and one NNEB student to each group of 30.) Each ‘oom was 
now staffed with a teacher, two NNEBs, one student from a teacher train- 
ing college, and one NNEB student. Yet even with the larger register there 
existed the same atmosphere of serenity, the same absence of confusion, 
and the same planning to produce good living for the children as existed 
with smaller registers. a 

Five children were at one table with scissors, paper and paste, and 
boxes of scrap material. Dough for four children was set out at another 
table. Two corners had been set up for puzzles, and ať one of these four 
children were busy at work. Chalk, colored and white, a slate, and paper 
were laid out at another table. The dress-up corner, right next to the 
housekeeping corner, was in use. A raised platform across one end of the 
room, like a stage, was the block area. Three children were building with 
great concentration. In another corner was another housekeeping area with 
a hospital section quite near this, with a large quantity and variety of 
"doctor things." In addition to a housekeeping corner, a corner in almost 
every room was set up as a hospital. Almost always a helper was nearby, 
joining now and then with a word or two to keep it, going; the conversation 
was very specific about real illness even in the hypothetical situations of 
the playing. 

Of course there was a book corner with flowers on the table and easy 
chairs. In fact, every room in the nursery schools seemed to have one large 
upholstered chair or a rocking chair. Powder paint and water cups were 
Set out on a tray beside a table. Next to a window I saw the usual nature 
table and near the door another table with interesting "junk." The teacher 
was greeting children as they came in, saying "hello" to their parents. Some 
Children went to a game of magnetic fish played on the water table, now 
covered for this temporary purpose. Some went to the sand table. 

In the other room the sand table was covered with a farm board that 
Created a farm setting to encourage play with mini-farm figures. There 
were cover boards also with settings for miniature car or miniature train 
play. In this way particular pieces of equipment could have different 
uses. On the raised stage platform in the room three children were playing 
"office" and one boy, using very large tinkertoylike pieces, was quietly add- 
ing to a large construction. Another was sitting “reading” :to a friend. A 
mother was helping a child with dough; two other mothers were talking 
to each other. The teacher joined some finger painters, while at another 
table a student helped some children, drawing with wax candles and then 
Covering this with thin color. The wax resist was extremely popular; six 
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children were at it, others wanted it. An assistant came over to help. At 
9:40 five mothers were still in the room. 

In the first room two boys were at the powder paints, two children at 
an easel, and four were using dough. A couple of children were playing with 
the instruments at a music table. An assistant joined the boys at the powder 
paints. The teacher was talking to a child who had brought in two very 
large leaves. Then she spoke to another child who wanted help in button- 
ing her dress. She seemed somehow to be all over the room, going to all 
the children, in all the corners. 

© Later, in visits to nursery classes held in infant schools, I had the 
same impression of enormous flexibility. In one such nursery class, which 
was full-time to meet the needs of teachers’ children, an effort had been 
made to reproduce some of the stimulation missing for these children who 
wereaway from home all day. The teacher was reading with a child on one 
arm of a large upholstered chair and another stretched lolling across the 
top. Two pillowed armchairs crowded with children had been drawn near. 
An NNEB sat at a sewing machine, with a child "feeding" the machine as 
it seamed. At a full-sized stove, a small group was cooking. There was all 
the usual rich equipment of the nursery school, but it was somehow less 
sterilized and less simplified, creating a warm, stimulating atmosphere 
with all the overlapping complexity of home. 

Other full-time nursery classes served other special needs—needs of 
working parents, of parents whose trip to school was overlong, or partial- 
hearing children. In one for such children, specific help was given at cer- 
tain periods of the day; at other times of the day they could join other 
classes or groups, could mix with the infant school children. I recall seeing 
an infant child turn fully to the nursery child and speak with him, with 
obvious mouthing. The child answered and the first child patted him, 


smiled, and said, "You said it nicely. You heard me." The imitation of 
the teacher's way was perfect! 


Standards 


In spite of small differences between the nursery schools visited, the 
uniformity of standards was impressive. Moreover, the standards ap- 
peared to be far in excess of our own middle-class nursery schools. 

CLEANLINESS AND HEALTH. In addition to the planned buildings already 
described, the cleanliness was characteristically of a very high standard. 
The English inaintenance of cleanliness was more pervasive, compared to 
the American. In fact, it seemed impossible to duplicate with our kind of 
stafing. For example, it was taken for granted that before a child went 
home and back to his mother, he was "neatened up." At that time, he 
washed up, combed his hair, and then enjoyed a quiet kind of period for a 
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bit. Such neatening up and quieting may of course have made for much 
better and easier school-home transitions. Some schools, it seemed to me, 
had almost too many procedures, almost too much cleanliness. 

The emphasis on cleanliness was an aspect of the overall emphasis on 
health. There are historic reasons for this significant feature of English 
schools. The nursery schools had started in poor areas and were intended 
for poor children whose need for this kind of care was often extreme. The 
health program was a way of combatting the high discase rate of an 
economically deprived population. The glorious sturdiness and zest of the 
children now in these schools, with intake listed as "poor," is a tribute to 
the success of the national health program of which this is a part. As 
already noted, the nursery schools had close contact with the health service 
which sent health visitors once a week. Heads told me'about dental visits 
and medical visits, and there was also the regular help of a speech therapist. 
The teachers could arrange for additional visits of the speech therapist and 
other special help for children of slow speech. At one London school I was 
told that any child not progressing was tested by an audiologist. In effect, 
services of all kinds were available. 

MATERIALS IN ENVIRONMENT. There was nothing unplanned about the 
English settings. Rich provision of equipment was standard, Parents con- 
tributed and helped in making things, perhaps especially the costumes. The 
ingenuity of the headmistress in getting donatiens of all sorts and in 
foraging was just as important as it is for American heads of nursery 
schools. The funds could be spent by the headmistress in any way she 
wished and of course this made for some differences. One school, for in- 
stance, might seem to concentrate on enormous variety in art materials. 
Another might offer more provision for hospital play and for office play. 
Still another could have a lovelier garden and a large number of animals, 
and provide more opportunity for children to garden. Or a school might 
have lots of block play or lots of music. All these variations indicate slight 


differences in emphasis or use of equipment. . 
Clocks, numbers, letters were available for children to use if they 


wanted them. Toys that required a great deal of use of hands and fingers 
were very popular with the children. An American, Lochhead, observing 
these schools in 1928-29, commented on the amount of manipulative ap- 
paratus, Montessori apparatus, and the lesser amount of large muscle 
equipment? I saw a great deal of manipulative equipment but it was used 
in free ways, not at all in sequential Montessori-like ways. And I have 
already noted that large muscle and dramatic play equipmcnt was in very 
good supply, very much used, and used in a free in-and-out way and in 
combination, one material with another. 


? Jewell Lochhead, The Education of Young Children in England. 
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Assembling, cutting, and pasting of all sorts of shapes and kinds of 
boxes and discard junk material are perhaps more characteristic of English 
than of American schools, although these activities are: becoming more 
erevalent, in our nursery schools, day care centers, and Head Start groups. 
i Along with the basic standard equipment, there were all kinds of 
improvised materials, in and outdoors, and unique ways of using materials. 
The teachers revealed enormous ingenuity in figuring out ways of a child 
using a material or a piece of equipment without interference with other 
children's use of other materials. For instance, in many schools I saw a 
blafiket tacked to the top of the workbench, which quite effectively dulled 
the sound of the hammer and allowed its use at all times. 

What was particularly striking was the willingness on the part of the 
teachers to construct an environment that would help children make ready 
use of it, even to the point of moving a great deal of equipment, if neces- 
sary. Teachers revealed also an impressive lack of grudging about leaving 
things out for use and a great readiness to be flexible. Rooms seemed to 
be changed around quite often, and teachers said they made a point of 
this. It was quite clear that the teachers were aware of the necessity to 
create stimuli. Corners were arranged to be stimulating: “what makes 
sounds" corners, corners that had all kinds of "blue" together, including 
even the word "blue," or a table that held only round things. Such corner 
arrangements clearly reflected the teacher's effort to bring in interesting 
things that would provoke and stimulate questions. Then there were 
corners that were just extremely inviting, with flowers and easy chairs, 
things which made it very pleasant to sit and look at books, And children 
were looking at books in every book corner. Assistants and teachers were 
sitting and reading to children, much more often than only at the story 
period. The comers and the areas fostered the conversation that was going 
on all the time. An adult sitting down in an area immediately became the 
center of a conversational group. Often I saw a teacher with three or four 
children gathered near her to help clean the cage, and to feed, hold, pet, 
and converse about the ways of the animals, 

One possible exception to English high standards in equipment was 
the block area. The supply as well as the planning for use of the blocks 
(called “bricks” in England) were often weak. Breaking down of others’ 
block building was more or less accepted, and I wondered if this some- 
times reflected the English teachers’ low opinion of block building as a 
form of play, and of intellectual exploration. There was often very little 
provision, sucli as shelves, for putting away blocks in an orderly fashion. 
In many cases blocks were dumped into boxes with little sense of precau- 
tion, indicating not too much experience with them. Judging from the con- 
dition of the blocks in many schools, they had not been sanded, shellacked, 
and waxed every year as is customary in many American nursery schools. 
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In many schools, a blanket on the floor protected children from the cold 
floor but made block building difficult if not impossible. The easy and 
casual English attitudes about weather and clothing were not consistent. 
Though they were relaxed about these for in-and-out play outdoors, they 
were concerned indoors about drafts along the floor. e > 

Despite the generally low level of block play, I did see schools with 
a large supply of blocks where the level of block play was quite good. Some 
had made building casier by putting a stiff rug rather than a blanket on 
the floor to create at least a smooth, steady surface. There seemed to be 
no interference with the use of tables, chairs, and so on, as improvised 
props, and there were a great many accessories for block play. 


r 


In-and-Out Use 


The easy in-and-out use planned for in nursery buildings, and even 
provided in houses remodelled for nursery school use, was endlessly sur- 
prising and delightful to me. ‘ 

This in-and-outness, now part of English educational philosophy, has 
a long history. It was originally a response to health needs. ‘The Hadow 
Report notes that a 1905 report by the Committee of Inspectors, which 
criticized the dull, repetitive tasks given the under-5s, enunciated the open 
air principle. Many reports followed, recommending as much open-air 
activity as possible; one specifically outlined arrangements for in-and-outness 
to dilute the impact of the common cold. me y 

In 1907 medical inspectors, confronting the high incidence of physi- 
cal defects in the five-year-old children in infant school, changed their 
minds about their criticism of school for the under-5s. They began to 
consider the bad educational practice as an argument for improving con- 
ditions for the under-5s, not for abandoning their education. They defined 


such education as nursery education. : . 
In 1914 at her school in Deptford, Margaret McMillan experimented 


with open-air sheds in gardens, thus building in-and-outness into her struc- 
ture. Nursery schools, in her view, should be open shelters set in garden 
playgrounds. Here poor children would be helped toward a better life and 
better health, a good way of growing up. 

The use of the outdoors now has come to be a way of easing the 
Pressure of large numbers and a way of allowing greater access to the rich 
supply of equipment. Old lorries, old cabs, old rowboats, and even com- 
mando nets, enrich the standard equipment outdoors but far more equip- 
ment serves the double category of in-and-out use than a single in or out 
use. 


The fashions of English children's clothing make it easy to use the 
in-and-outness that was part of every school's arrangement. Shoes are easy 
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to take off, for frequent barefootedness, for feeling sand outdoors, or feel- 
ing grass, for dancing, for activities in the dress-up corner, for resting. Very 
few children had to bother teachers with tying shoelaces or knots; they 
wore sandals they could buckle themselves. Children did not wear snow 
pants, antl the anoraks or ski jackets were easily slipped on, with only a 
bit of help needed from the teachers. Children did not have to struggle 
putting boots on over shoes; Wellingtons are easy since they slip on over 
socks. When the Wellingtons were discarded indoors, the child often 
stepped into soft slippers. When I thought of the amount of clothing we 
used in the winter time, in-and-outness seemed less possible for us, but on 
the other hand, we had not set up the situation which would allow for in- 
and-outness when it was possible, in our long fall and long spring. 

English weather does not have our northern United States’ bad 
winters; the winter temperature average in London is approximately 40 
degrees. Even conceding the milder winters, however, it was obvious that 
there was great ease about the weather. If it had been raining during the 
morning but had stopped in the afternoon, the children went out. Wet 
ground or wet grass did not seem to matter, though a number of children 
did have Wellingtons along with them. Cold, gray days were certainly no 
impediment to use of the outdoors. Children, their legs bare, ran out in 
such weather and right after the rain. In the spring, I saw the outdoors 
used for sleeping and for lunch as well as playing. There was no hesitation 
about this if the weather was not absolutely forbidding. I certainly was 
taken aback to see children sleeping outdoors on February 1, but it was 
a pleasant, warm day! 

The teachers had no reluctance about moving almost any kind of 
equipment for use outdoors. At the same time, there was duplication in- 
doors of the outdoor sand and water. Bathing naked in outdoor pools or 
spray was started quite early, as soon as there was a warm, sunny day. The 
children and mothers seemed to expect this. Use of the outdoors was 
facilitated by the shelter of windbreaks and overhangs, so that even on 

^a rainy day, if mild, some outdoor activity such as painting, or perhaps 
the workbench, could continue. Thus, whenever it was possible, the out- 
doors had everything: painting, clay, finger painting, woodwork, the animals. 
This made it quite possible for small groups to work in and out. The large 
window doors—the rooms are on the same level as the outdoors—made it 
very easy to set up this outside playground. 

On a bad, rainy day the principle of in-and-outness was extended to 
the many ext*g areas of the indoors: the headmistress's office, the staff room, 
the corridors, the entry ways, the sink area. Every bit of leeway the building 
allowed was used to create overflow in-and-out indoor areas for the most 
complete and flexible use of the environment. 
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Gradual Procedures 


The gradual arrival and the gradual departure of children were basic 
procedures of each nursery school, marked by a wholehearted and relaxed 
acceptance on the part of staff. 

Gradual arrival extended over a period of time as long as an hour and 
a half in the morning. Children arrived in ones and twos, escorted by a 
parent. Each child received a personal greeting and undivided attention 
for those first few minutes, and was helped to get started. The headmistress 
as well as the teachers had time to talk to every parent, to catch up on 
family business and news, which they could then help the children share 
during the day. This could take place again at the end, of the day, during 
the period of gradual leaving. Some children left early because their ad- 
justment was still new. Some left because they were tired, overstimulated, 
etc, and when they were called for, the teacher and the mother talked 
again, In this way the teachers and the headmistress came to know a great 
deal about the children's lives. 

Cradual admission, and other measures for helping children separate 
from their mothers without too much stress, are accepted procedures in 
all English nursery schools and nursery classes. Every school I visited, at 
any date, had some mothers present. 

Having devoted time and study to th 


I was very conscious of the difference in l : 
difference not in technique but in the actual formation of the registered 


group. In my own experience as nursery school director, that process had 
not been as gradual because of the private and therefore minimal and 
precarious budgeting that framed our work. Our teachers, first of all, were 
paid from the beginning of the school year. Secondly, we could not ask a 
mother to delay the starting point for her child until, say, November 1 p 
even though that date might be best for both the school and the child— 
and still expect payment of the tuition from the opening date of school. 
We had to work out solutions for the reduction of tension within this 
limitation. It was accepted that the time needed for a particular child's 
adjustment was undefined but, under the pressure of private budgeting, 
the period of planned gradualism was quite short, with a premium on ac- 
complishing a separation adjustment as quickly as possible. à; à 

In England, with state education, the criteria could be the needs of 
a child, the situation within the school, and the pace proper for both. The 


5 j Practices" (New York: 
? Lilli or. "Study of Development of Adjustment 1 ^ ) 

uu Mode = PE ducation, May 1959). (Unpublished Master's Thesis). 
This study describes gradual admission and mixed-age or family grouping in an 


American nursery school. 


e probleins of gradual admission 
the English schools? It was a 
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starting of a child in school and his adjustment to it could be stretched out 
appropriately. This was one of the factors accounting for the school's 
notably serene atmosphere, the lack of hecticness or sense of forlornness 
gn the part of the children. By placing their gradual admission on an almost 
one-by-one rather than a group basis, the school eased the strain of ad- 
mission and created an atmosphere of welcome and generosity. With no 
more than a couple of new children being admitted at any one point, 
the admissien period could sometimes last several months. Children were 
permitted to visit during the term before their actual admission, and the 
mother was encouraged to join the group with her child for short periods 
whenever convenient. The actual process of gradually shortening the stay 
of mother with child in a school was similar to ours, though it was allowed 
to extend over a longer time than in American nursery schools. 

“Gradual procedures involve cooperation on the part of the parent. 
Their successful operation presupposes that the school has helped the 
parent understand the needs of her child enough to go along with neces- 
sary adjustments. The warm, informal relationship between parents and 
teachers is built up during the prolonged contacts of gradual admission, 
After all, the mothers were all there in this settling-in period. Since there 
are no car pools the mothers brought the children and called for them, 
The few words of immediate response to parent need could occur right 
in the midst of all the children’s activities. Obviously, “catching up” on 
family business resulted in support for the parent as well as for her child. 
Thus, at the same time that parents are asked to understand children’s 
needs their own needs and adjustments are understood and appreciated 
in a nonjudgmental way by the staff. Parents’ values are respected, as 
illustrated by sending a child home “neatened.” Policy on full-time or 
part-time arrangements was guided by an awareness of how hard travel 
could be for a parent with several children. In general, nursery school pro- 
vision was thought of as a response to parents’ as well as to children’s 
needs. 

Because of this atmosphere of warmth and acceptance parents stopped 
in any time of day to ask questions. I saw applicant parents welcomed 
warmly, shown around the school, and the question of whether there was 
a place for their children discussed, No secretary created a barrier to pro- 
tect heads from interruption, or insisted that an appointment be arranged 
for another time. There was an occasional meeting over a problem, usually 
over a cup of tea, and at times convenient for parents. Aside from attending 
the group mectings held once a term (three terms a year), mothers came in 
simply because the school was the center of social services. The head, 
together with the health visitor, seemed to accept the role of emergency 
troubleshooter for any social service needed. The fact that the health 
visitors were there once a week and the fact that the mother was present 
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with her child when the health examination took place created close 
contact. 

Parents sitting around helped with the jumble sales, and prepared 
and repaired all sorts of materials. Altogether, the inclusion of parents is 
conducted in the most relaxed and most supportive way. The párents feel 
it is their school. 

The nursery school relationship to parents, however, was not quite 
what Margaret McMillan had visualized when she included a parent room 
in the Rachel McMillan Nursery School in Deptford in 1914. She had 
thought of adult education, of cooperative community responsibility. Nor 
was the present-day relationship quite in the style of the intensive and very 
personal conferences of our good private schools. Perhaps it is better than 
these, though less than the McMillan idea. The teachers and headmistress 
shared the experiences of the neighborhood, were fully aware of the prob- 
lems of the parents and empathetic to them. 

Whether the educational program of the nursery school itself was 
sufficiently explained, whether parent understanding was drawn on $0 that 
carry-over of the ways of the nursery school to the home could be ensured, 
I do not know. Whether the nursery school thought of itself as an agency 
of change or of adult education, of community service or of further in- 
volvement of the parent in the working of the nursery school, I do not 
know. The Plowden Report, however, calls on the nursery school to be 
just this—especially in the areas of high educational priority. It considers 
that the nursery school with its present close and warm parent-teacher rela- 
tionship has a base from which to expand its educational role with parents 


and community. 


Family (Mixed-Age) Grouping 

The degree of flexible adaptation to child and parent needs was re- 
lated to the form of school organization. All English literature about 
nursery schools assumes family (mixed-age) grouping. Almost all the nursery 
schools (and nursery classes) I visited were family grouped. u 

Family grouping as part of the structure of gradual admission helped 
diminish the intensity of the stress of new admission by allowing the 
teacher time for a substantial amount of individual support for new- 
comers, Children joined an already settled group, one already enjoying 
the nursery school and thus proclaiming the safety of such a school. This 
kind of grouping was also used to give a child a chance for c* changed role 
or “place” in the group. Instead of a young 3 going on to be the young 4 
in the 4s, he could be the older second-year child to the new young 3s 
and therefore try his hand at a new relationship. Gardner describes how this 


Works: 
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The younger and older children are encouraged to play together during 
part of the day, because the little ones learn much from the older and 
because their presence leads the older ones to help them. But it is realised, 
too, that the little ones need quiet and leisure and close contact with the 
e grownups for part of the time, and that the older ones need opportunities 
for more boisterous play and for intellectual experiments which would be 
hampered by the constant presence of the little ones. The four-year-old 
is a long way from the two-year-old in intellectual achievement, and be- 
comes disheartened if his elaborate buildings are destroyed and his 
imaginative play too often interrupted, just as the two-year-old can be- 
come distressed by the older child's interference or help which he does not 
© desire 


Family grouping provided for such variation of need and use. There was 
a story group for children at an older level and a story group for children 
at a ‘younger level. The different kinds of materials could be used with dif- 
ferent degrees of skill. But access to materials was open, and it was the 
child who selected from materials and determined the level and kind of use 
right for him at that moment. 

Family-grouping organization in the nursery school was clearly a long- 
established practice. During wartime, 3-5s were mixed. In 1937 in The 
Children’s Play Centre, Gardner spoke of mixed ages in the play center 
and of its enormous significance for informal education and the training 
of teachers in a wide range of possible child behavior. And still earlier, the 
Hadow Report mentioned mixed-age groupings. 


Relationships: Children and Teachers 


Planned buildings permitting in-and-outness, standards of health 
and cleanliness, standards for equipment and for gradualism in procedures 
—what were these all for? Did these add up to a use by teachers and 
children that was familiar? What did the teacher do? Was it in any way 
different? 

The aims were familiar: to enable, facilitate, and promote a child’s 
growth in his ownway. All arrangements were designed so that a child could 
do the things he was interested in at his own pace. He was to be able to 
tell about these. He was to be able to get response. 

All nursery schools were full of encouragement of communication, 
full of the spontaneous conversation of the children, full of adults who 
were appreciative of what children had done and responsive to their at- 
tempts to talk-about it. As a visitor I was included in all this conversation; 
all adults were included. The teachers expected children to approach me 
and expected me to respond. Clearly, the “word” was valued. A child was 


* D. E. M. Gardner, Education Under Eight, p. 18. 
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bound to know that the adults cared about what he had to say and would 
listen in response to his interests, not just to what could be used to rein- 
force the teacher's purposes. 

Talking was easy, whether between two adults, a child and an adult, 
or two children, and except at the short group period, always Individual. 
Everywhere I saw adults stopping and talking with this child or that one 
about his building, or a puzzle, or the construction. A child was encouraged 
by this immediate personal response to ask questions, to «chat. Every 
lunch table was set up in a small grouping to encourage conversation, 
and with prior knowledge by the teacher of many details of the children's 
lives, so that conversation could be supported. 

In this setting, many immigrant children extended their language. 
Those with no English had fewer problems learning the language. The 
ease of conversation in the nursery schools was particularly significaht in 
view of the evidence that these schools served the poor. Conversation was 
assumed possible and, in fact, a need of children of this age, no matter 
what their background. 

I sought for the same gradualism I had found in procedures of a 
child's admission, his arrival and leaving, in the procedures for organized 
group formation. Acceptance of a child's pace and interest, support for a 
child's natural growth in his own way, basic to the concept of informal 
education, would demand this. Gradual formation ^f the group, with some 
respect for and some interest in what a child was engaged in at that 
moment, would allow for relaxed transition, an atmosphere of interaction 
and backand-forth flow of ideas even at the times when the teacher was 
leading the group. But occasionally an inconsistency was apparent—a break 
in modality between play and routines. Although the general atmosphere 
was always free and respectful of a child's purposes, routines were some- 
times imposed on the children. It was possible, in other words, to allow free 
play and still be quite directive, allowing no interplay during any organized 
period. / 

Most English nursery schools seemed to respect a child's needs 
h organized periods. In most schools the 
teacher sat down and, very gradually, the children joined. For some routines 
even a child's joining was voluntary. Where there was voluntary forma- 
tion, this indicated respect for differences. Certain things, like lunch, were 
never voluntary, though great adjustments were made for choice and 
appetite, Children had access to the toilet and washroom whenever needed, 
and the facilities, as already noted, were so good that independence and 
relaxation about routines were very possible. Children washed up before 
lunch and as they finished their play. Resting schedules might be adjusted 
to need and differences, resulting in great variation. In almost every nursery 
School there were adjustments for those who slept heavily, those who 


for gradualism, even in suc 
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needed a catnap, those who didn't sleep. In one London school, where 
children had manipulative games on trays on their cots, the time on cots 
gave cach child a chance for a kind of withdrawing from the group. At 
«many other nursery schools some cots were outdoors, some indoors, and 
some children played quietly at putting a puzzle together in the head’s 
office. 

Joining a music period might be voluntary but usually was not. Nursery 
thymes were used a great deal, partly because they were traditional, partly 
because the teachers felt that speech is clarified with nursery rhymes and 
singing, partly because the children liked the thymes enormously. Dancing 
was most often free and easy without suggested movements. The children 
listened to the music and their movements followed from the listening in- 
stead of any set patterns of teacher suggestion. Whether or not joining a 
story was voluntary depended on whether it was an “extra” story during the 
period of free play, or it was a scheduled event like a music period. In 
fact, most often storytelling was arranged for a cozy small group. 

More than anything, natural growth implies movement. A child must 
be able to move to what he wants to do and to move at his own pace. Such 
movement was characteristic of all the nursery schools. 

It was just this movement of children and of teachers to children, 
all doing different things, that made knowledge of individual children 
easier, not harder. Children were not blurred into a composite of uniform 
action. They stood out by the differences of their movements and behavior, 
I was easily able to sort out children as individuals even after a fairly 
short period of observation. It was obvious over and over that the teacher 
differentiated in all kinds of particulars on each child. In answer to a 
question one teacher said, “Oh, I put that out because Pamela seemed to 
like that so much yesterday.” 

I could not really answer for the depth of records on individual chil- 
dren. Heads told me that records were kept but I did not, on the nursery 
school level, investigate this further. It was obvious that the movement of 
headmistress, teacher, and NNEB was planned on the basis of what they 
knew of an individual child. Their free movement among the children was 
certainly not totally in response to the momentary scene. It reflected a great 
deal of knowledge of individual children, a good bit of fecling with, think- 
ing about, and planning for individual children. : 

The teacher's role, however, could be one passively allowing of move- 
ment. She could be easily available and responsive to children who ap- 
proached her>She could provide the varied equipment they needed and 

accept their varied purposes. But teachers and heads were also actively 
moving to the children all the time and without waiting for a child to 
approach. A teacher would sit down near animals, hold a guinea pig in her 
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lap, and of course children gathered around. Teachers were busy in a 
gardening corner, and teachers were singing with children. There was the 
occasional bit of story implementation of activity, the occasional incidental 
enrichment with music. Teachers joined children who were painting., 
writing down exactly what cach child said about his painting. Teachers were. 
quick to latch on to the many incidental counting, number, size, and weight 
experiences, emphasizing their interest in them. The counting of children, 
of chairs, of buttons on clothes, the commenting on weight of boxes or 
of guinea pigs, was part of the life of the school. Incidental teaching and 
new words to fit what was going on were offered all the time and very 
easily, as part of the teacher's expression of interest in anything a child was 


doing. " 


Small Grouping 


Teachers revealed varying degrees of skill with small grouping but I 
Observed small grouping in all schools. With small grouping the teacher 
sometimes reinforced a child's purposes, sometimes attracted children not 
engaged in their own activity to an activity she searched out, suggested, 
and organized. 

Teachers sat down at a particular table of art materials or of cooking 
materials. They set out some new game or some nev" tools and materials at 
the workbench. They set up a special activity in the midst of free play 
and joined it and in this way created a voluntary small grouping. A teacher 
joined a particular child and by her joining attracted others to support him. 
Small grouping, thus, is a special aspect of the teacher's or head's helpful 
movement to children in the environment. The teacher joins the free play, 
using herself as a center to support further development or play in one 
area, She no longer makes a sharp line of demarcation, free play versus 
routines, free play versus teacher-directed and controlled activities. 

Small grouping was one of the ways in which the teacher responded 
to the great variations in children, planning differentially for special in- 
terests and needs. The teachers tried to be supportive and ‘responsive to any 
growth already started and to anticipate, to stimulate, and to encourage 
new development. Their great faith in development and in growth was by 
no means a passive one. When the English teacher joined the play in the 
ways described, on the whole it was with the intent to implement a child’s 
purposes. I saw no pressure for predetermined goals. An English concern 
I heard discussed again and again was that the teacher guard against having 
her actions reflect her interest, not a child's, and in so doing cut across a 
child's purposes in his play instead of furthering these. Teacher sensitivity 
was tested by whether, after having started a child in an activity, the teacher 
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could allow the child to take over, or indeed, if he found it meaningless, to 
drop it altogether. On thc whole, the English teacher with her trust in 
development was less of an interventionist than her American counterpart. 


e " 
"The English Teachers Way 


A number of small differences added up to what is worth noting as 
“the English teacher's way.” ‘There was tremendous physical closeness of 
teacher and small child. Children were easily picked up, easily comforted. 
There was not a great deal of discussion about it: teacher reaction was 
quickly and immediately physical in response to need. If a child was 
hurt, or if a child was asking for comfort, he was just comforted without 
more ado. It seemed to me that the English nursery school teacher had a 
gerierous and easy acceptance of the children wherever and whatever they 
were, an unquestioning, affectionate way. 

In addition to the “immediacy” of physical response, I noted even 
more particularly the phrases that were used and that were certainly dif- 
ferent. The English teacher seemed to be consistently polite. If she walked 
in front of a child or brushed against him, she immediately said, “Sorry.” 
If a child was what we call “ornery,” the teacher just mildly said that he was 
being “awkward.” 

The English teacher says, “Clever boy,” to the English child who, 
finishing a puzzle, says, “I've done it." Most often a child saying, "I've done 
it,” noted his own achievement and the teacher simply smiled. But ac- 
complishment was certainly recognized. Success with even the smallest task 
was noted and praise freely given. Yet what was noted represented the 
teacher's sensitivity to the child's success with things he had himself 
chosen and pursued at his own pace. What was noted was his own re- 
sponse. 'Fhe success represented his own solutions and the teacher's praise 
was not a judgment of his success on a scale of prescribed achievement. 
Thus, the teacher's response had nothing to do with any obligation to take 
the child through an already determined pace of change. 

Some teachers speaking to me used the words "bright" and “dim” 
very matter-of-factly. Taking their use as serious judgment, I thought that 
in a comparable situation an American teacher would have said “not an 
early developer." Actually their equivalent for that y 


vas "immature" more 
often than "dim." Their use of this expression "dim" did not seem to mean 


less acceptance of a concept of development. They claimed that most often 
they too wé?e commenting on the development of the moment. They 
pointed over and over again with pleasure to a child who was beginning to 
function better, and they did all they could to assist this. They would say, 
“Oh, he’s a bit dim but he has time to come along, doesn’t he?” or “Td 
thought he was dim last year but he’s getting on now.” 
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Rather than an immediate intervention to produce “catching-up,” the 
teachers provided a highly stimulating setting and then were willing to wait 
for a sign of interest which they would then reinforce. Typically, this 
teacher behavior was not just patience but also courtesy. It was based on , 
respect and interest in the children. A teacher once said abouf a child , 
who was cutting up a catalogue, “Oh, look, he wasn't ready to do that 
before.” Apparently cutting was a new thing for him and the catalogue 
was brought in as incentive. The teacher kept putting the question to him 
every now and then very lightly. “Well, what do you want to shop for? 
What would you need next?” In answer to these questions the child did 
continue cutting and with great pleasure. 

It scemed to me that all the schools lived longer than we might with 
children who seemed quite slow or disturbed in developmént.5 The teachers 
accepted the possibility of real difference openly and matter-of-factly? In 
no case did I see a teacher acting remote or being anything but helpful to 
a child who seemed different. 

The English teacher characteristically expressed herself in the ‘form 
of suggestion: “We'll help her, won't we?" The suggestion created the 
atmosphere of expectation of helpfulness, but there was no dwelling on 
such expectation or any pressure for responsibility. Such suggestion, it 
seemed to me, was a way of speaking influenced or perhaps created by 
English culture: lecturers at the University of Lopdon would say, "Re- 
search shows us, doesn't it?" Bus drivers gave directions, "You'd find it at 
the top of the street, wouldn't you?" It was a way of telling that sounded 
like only reminding. It was a way of drawing listener and speaker into 
agreement, into mutual discussion, perhaps into thinking together. It 
assumed that the other person could think and could cope. It was more 
of a nudge or a gentle prod, than a bludgeon, Sometimes when I did not 
agree, I found this atmosphere made my assertion of my own viewpoint 
more difficult, or at least more careful. Most of the time, it was a pleasant 
way, distinctly different from our positive statements. 

The use of the helpful kind of question was very typical: A child 
would say he had broken something, to which the teacher might respond, 
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"Is it something we can mend with cellotape?" or sometimes, “It’s some- 
thing we can fix with cellotape, isn't it?” A child might bring in a truck 
from the garden. The teacher asked, *Could you take it out there?" or “Is 
there more room there?" A child might take a chair out to the garden. 
“That clair is an indoor chair; will you want to take it back? No? I'll put 
‘it back then." 

Also characteristic of teacher expression was a smoothing kind of 
phrasing. 4, child throwing sand was asked, “You do know about these, 
don't you?" and the teacher would show the child a strainer. Stopping near 
a puzzle, a teacher would say, “Have you tried this one?" or “You did find 
the pieces that were left out, didn't you?" 

The teacher operated on the expectation that children would help 
each other. She frequently suggested that one ask help of another. “Young 
ones” or “new ones” were spoken of as such quite openly, with the expecta- 
tion that help would be volunteered by the others. 

In many schools, I saw a few handicapped children, children with 
heariüg difficulties, slightly spastic children, a child who apparently had 
been referred with a diagnosis of autism, and children who might possibly 
be, according to the head, “educationally subnormal.” Having one or two 
of such children in a group was commonplace and seemed to be fully and 
openly accepted by the headmistress and teachers, by the other parents, 
and by the other children. These children were ones to whom others would 

be helpful, with open acknowledgment of the handicap. This built-in help- 
fulness was induced by the fact that English nursery schools were family 
grouped and, therefore, younger children were always present. Helpfulness 
was further supported by the patterns of arrival and leaving and of gradual 
admission. When mothers came, babies also came, and at the time when 


parents were sitting around during the “settling in” period, babies were 
always present. 


Listening was highly encouraged. The teacher had an expectation of 
being listened to, and perhaps this was an adult expectation from the home. 
But how little the children had to listen to, and how often the teacher 
stopped to listen.to the children! They were considered individuals saying 
important things. Certainly they were talked at minimally. 

No great fuss seemed to be made about pickup of objects. The teacher 
or NNEBs, as they moved about during play, might pick up what needed 
picking up to prevent clutter that could confuse the play. They matter-of- 
factly included any child in this process if he was nearby. They assumed he 
expected and-Jiked to be included. Thus, without much righteousness about 
pickup, there was a great deal of self-help as well as staff help in the 
children's use of their school. Very little lecturing of the children of any 
sort was going on. Children acted as individuals and were treated so. They 
did not have to toe the mark in any set kind of fashion like little soldiers. 
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The open acceptance of difference or of variation was true also of 
aggression. A child who was disruptive was just lifted up and held in the 
teacher's arms during the story. There was no measuring of affection, no 
peremptory standard or demand for absolute immediate function from the 
children. There seemed very little of our apprehensiveness abott aggres-. 
sion and very little determined organization by the teacher to cope with 
it. But, of course, there was aggression. I saw an occasional hit, occasional 
interference, certainly a breaking down of block building. Fhe teacher 
might ask sympathetically, “Can you fix your building?” Often the teacher 
would very openly explain the reason for this aggressive act to the other 
child or children. Usually the response would be an accepting one by the 
children that “he’s new,” “he’s young,” “he’s younger,” or “he’s feeling 


bad” or “awkward.” There was very little intervention’ about aggression, 


very little expectation of real hurt. Most of the time the aggression “was 
ion that a child who was 


passed off as a momentary thing with the expectati 
being bothered could cope with it and that a child who was doing the 
bothering would reestablish himself in a moment. Occasionally, there was 
a word of reassurance, but there was far less discussion of aggression than 
might have been expected. This was true of social as well as physical im- 
pacts. A child was not shielded from experience through the teacher's im- 
mediate intervention; he was assumed to be capable of establishing his own 
equilibrium, This does not mean that social or physical aggression was 
approved or not stopped if dangerous, or that help was not rendered to a 
child who was bothered or not coping. What it does mean is that aggres- 
sion was handled in a nonjudgmental, bypassing, matter-of-fact way. 

While on the whole there was a very low level of disturbance and 
a low level of teacher intervention on ordinary aggression, there was also 
à very low toleration of any real disturbance, of any “unsettledness,” as 
being part of an expected norm. The teacher, within this setting, had a 
definite sensitivity to what she considered “unsettled.” This did not make 
her reject a. troubled child. It indicated her sensitized notice of these 
children as needing help, as needing watching or observation, as behaving 
in a way that was outside the norm. Children who were pointed out as 
lid seem to stand out, but I was not at all sure they 


troubled or awkward d 
would have stood out in an American group, perhaps because we expect 


more children of that age to be rather unstabilized. 

Perhaps, just as the teachers’ expectation of being listened to was 
part of the atmosphere that produced listening, so too their expectation 
that aggression would be momentary was part of the unfocused mildness of 


much of the aggression observed. Their uneasiness with and nonacceptance 


of a real disturbance led to a quicker notice of this, precisely because it 


Was not within their norm of expectation. l 
There was much less apprehensiveness about accidents. This ac- 
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companied both the low-keyed response to ordinary aggression and the 
shock at any real hurt. There was very little expectation that playing with 
sticks or use of the workbenches or playground equipment was particularly 

„ dangerous. Teachers did not regard the children or the environment as 
dangeroüs. In general, they did not hover over the children while they 
used equipment and were tremendously easy in situations where American 
teachers might take great care. They did not expect a teacher to be outside 
to supervise the in-and-outness. The window-doors, with the glass going 
all the way down to the bottom, facilitated supervision, of course. Cer- 
tainly the watchful eye of the teacher was on the in-and-outness. She her- 
self was going in and out all the time, but not because of worry or the 
need to supervise everything at all times. Even with good staffing, had the 
teacher felt she ‘nad to sce everything all the time, she could not have 
alléwed as much free movement. 

Clearly some trust of children was involved. There was a general ac- 
ceptance that experience and exploration were necessary and good and 
that/children needed to test the limits of their ability to cope. Use of the 
environment was not avoided or prevented for fear of possible accidents, 
unless clearly and obviously dangerous. Some risk was taken and accepted 
as part of the educational experience. And because this general acceptance 
was shared by parents and Local Education Authorities (LEAs), fear of 
legal suit was much less prevalent than in the United States. The teacher 
was expected to use the same “reasonable care” as the parent, and no more. 
This did not make accidents common. Accustomed as they were to free 
access and frequent use, the children seemed to have gotten past the 
hecticness that often accompanies the appearance of new equipment. They 
seemed to know what they could do safely. Indeed, the tale was that the 

accident rate went up when well-meaning exchange teachers, unused to 
such free use, “hovered.” 


There was little worry about visitors. 
school scene as one that must on no account be disturbed. The presence 


of mothers and babies made no one nervous. Because of the teacher 
shortage, in many places teachers were allowed to bring their own younger 
children along with them, and teachers were working in classes with their 
own children—a situation that did not seem to create any disturbance at all. 

This respectful, unobtrusive, helpful, and suggestive way was the way 
of the English teacher. Its recognition of individuality meant accepting 
rather than intervening. This led me to question our habit of insisting 0? 
the direct impact of teacher on child and between teacher and child. We 
sometimes do this even to the point of breaking up twosomes which seem 
to serve the function of evasion of this kind of direct contact. English 
teachers accepted such "inseparables" and assumed the relationship had 


‘Teachers did not think of the 
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function and meaning for the children. As part of their awareness of a 
child, they usually joined him or the “twosome” on his terms. 

Summing up my observations of teachers, they had not only a good 
deal of confidence in children but also solid knowledge of growth and 
development. Furthermore, they adjusted their ways very flexibly to the? 
level and variations of a child's development and accepted that a child ` 
needed time for his development. They conveyed an atmosphere of 
generosity and giving and yet great adultness. 2 

Overwhelmingly I identifed what I saw in the English schools as 
within and exceeding my definition of good nursery living. Most of the 
schools were glowing in atmosphere and reflected a uniformly high standard 
of operation. The few schools that had a lesser degree of beauty and 
richness of atmosphere, it often turned out, had a lesser investment in 
and development of the environment by the headmistress, teachers» or 
gardener. Some few schools might have allowed procedures for cleanliness 
to take precedence over children's use for their own purposes. In a very 
few schools one could see too clearly the machinery of what had produced 
the beauty so that what was happening seemed an imposition rather than 
the result of imagination or improvisation. 

Despite these small differences between schools, my impressions led 
to one conclusion: Even with their large groups, informal education, good 
early childhood education, functioned in the English state nursery schools. 
The buildings designed for in-and-out use and the planning that had 
produced a qualitatively different gradualism helped make this possible. 
But the teacher utilized the buildings, the teacher planned. The staffing 
of the schools, so vital to their successful function, is described in detail in 


the section that follows. 


Staffing and Training 

The overwhelming fact was that the English teacher worked with 
large groups. Though it is true that certain small and subtle cultural em- 
phases may help produce the more serene living that characterizes English 
Schools, it is also true that by themselves these differences do not account 
for her success with large groups. Rather, it was the special planning for 
in-and-outness, for gradualism, the special planning to ease all stressful 
situations and to match the needs of a child's growth that supported her. 
A key part of that planning was the number and the training of staff in a 
School. The teacher's ease with a group of 30 children certainly hinged in 
large measure on the use and quality of the total school staff. 

Every school had a headmistress. The staffing proportion was usually 
one teacher to 30 children, with one NNEB and one student NNEB. 
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Occasionally the ratio was one teacher to 40 children, with two NNEBs 
plus two student NNEBs. The amount of trained assistance given by the 
NNEBs was a significant element in the effective functioning of these 
large groups. 

$ In addition every school had Parks Department help for the play- 
'ground and garden. The LEAs provided help on building repair and 
maintenance. Schools also had cleaner help, kitchen help if lunch was 
served, and laundry help if there was a laundry. If the school was of any 
size the headmistress had clerical help. 

a In most schools I saw students from training colleges engaged in a 
variety of chores. There were precollege students serving as aides, rein- 
forcing their educational background before starting their training. Of 
unusual interest was the use of the secondary school girls, not only for 
thechelp they could give but also for stimulating in them vocational aims 
for work with small children. Finally, parents found many ways to be an 
extra source of help, doing such things as sewing to refurbish the dress-up 
clothes or helping with jumble sales. 

Not only is the ratio of staffing to children spelled out but every 
member of the staff has a status spelled out by local and national educa- 
tion authorities. Staff standards, including pay scale, are officially de- 
termined. Staff amenities are spelled out just as clearly. Included in the 
planning of every school is a staff room, as well as time for morning coffee 
and for afternoon tea. ^ 

Nursery teachers and heads and primary teachers and heads have 
equalized qualifications and have long had an equalized professional status. 
More than any other factor, the pay scale parity between those who teach 
in nursery and in infant schools underscores their equalized professional 
status. The two groups, including as members many heads of schools, 
enjoy an easy and fruitful association in one professional organization— 
the Nursery Association. 

It was clear to me that the horror expressed in America of 30 children 
to a teacher had to be modified by the actualities of staffing in the English 
Schools. It is important to understand factors inherent in the levels of 
staffing and in the standards of education programs that frame selection 
and differentiation between levels. (Chapter 3 further relates teacher educa- 
tion to the teacher's understanding of the ideas of informal education.) 


The Headmistress 


How the staff functioned was largely a reflection of the tone set 
by the headmistress, She was the mainspring; through the example of her 
own activity, she set the standard of relationships—of teachers to other 
teachers and to student teachers, to parents, and to children. In ways 
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that reminded me of the work of directors in many of our own nursery 
schools, the headmistress expected to work actively with children. Sup- 
porting in different ways each teacher's different development, she helped 
them work together to make possible the children’s use of the school. The o 
children could use all parts of the school because the work of the head- - 
mistress tied together all its parts. 

Obviously the care taken in selection of the head is an important 
determinant of the atmosphere and function of the school. The*procedures 
in the selection of the headmistress are common to both nursery and 
infant schools. A teacher who has taught a certain number of years véàry 
often has taken an advanced course at one of the Institutes; she applies for 
the position of deputy headmistress. She may be put on an approved list 
after a series of observations and interviews by and with the LEA in- 
spector. She next applies for promotion to headmistress. The inspections 
and interviews are repeated at intervals, and in this way she is assessed. If 
she is accepted for the promotion list there are more interviews. The teacher 
aspiring for a headship applies for an advertised post and is interviewed 
by the school's Board of Managers which, together with the LEA, make 
the actual appointment. (This was described to me as a role of the Board 
in London schools and not the general rule.) 

As a politically responsible body elected by the local parties and 
representing the local people, the Board of Manágers assists the head- 
mistress with the administration of certain funds and consults with her at 
her request. Such an association also serves as pressure for and support 
of school standards. It is important to separate national and local func- 


tion in this account of the appointment of the headmistress. 'The setting 


of qualifications, standards, and the inspectorial system are national func- 


tions, but the Board of Managers and the LEAs have a clear role in choos- 
ing the headmistress and in support of her freedom, and there is unusual 


reconciliation of local and national function. 
I was impressed by the very great care taken in the selection of these 


heads. The long involved procedure is certainly justifiable in view of their 
great freedom. The head will set the path of education in lier school. There 
are of course a number of possible safeguarding procedures: A head who 
has had a long absence must pass a medical examination. She can be 
visited at any time; the local authorities have inspectors who can come at 
any time and seem to come quite often; Her Majesty's Inspectors (HMIs), 
responsible only to Her Majesty, can also come at any time, though their 
general inspection is scheduled to be held once every ten years. There are 
also regularly scheduled, extremely thorough inspections which may involve 
Subject specialists and last several days. Such inspection may be held 
whenever it seems warranted or when the Board of Managers raises ques- 
tions. But as in America, after appointment, removal is difficult. "Therefore, 
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initial selection is particularly important and not only is great care exer- 

cised to keep the quality of choice high but maintenance of that quality 

by supporting professional growth in the headmistress has come to be 
~ considered an aspect of the inspectorial function as important as inspection 
. itself. 


Teacher Education 


The head had first been educated as a teacher. Since nursery educa- 
tión is under the umbrella of the state and is recognized as part of the 
national education system, teacher education is officially evaluated and ends 
in qualification by the Department of Education and Science after the 
probationary year. But the Department of Education and Science qualifica- 
tion is given after recommendation by the Institute of Education of the 
university where the teacher was educated and examined, and much of 
the responsibility for teacher education has been delegated to these In- 
stitutes. Thus, the criteria fòr qualification and the standard for evalua- 
tion, which are accepted rather than imposed by the state, developed and 
continue to develop within the functioning world of English nursery educa- 
tion in which Institutes and Teachers Colleges are closely related to the 
schools. T'hough the enormous variations found in American teacher 
qualification and træning standards are nonexistent, variation and ex- 
perimentation in teacher education and in ways of assessment are en- 
couraged. 

The nursery school teacher has some training on the level that 
precedes her area of concentration and on the infant school level that 
follows. Infant school teachers in turn also have worked on the nursery 
level and on the succeeding junior school level. Such training has created 
a base for continuity of nursery school methods into the infant school. 
In periods of restriction of nursery school provision, limited job openings 
often meant that a teacher with nursery training concentration taught on 
the infant school level, to the profit of the infant school. But limited job 
opportunities also led to a decrease in the college offerings in this special 
concentration area, very much as it had in our own colleges prior to the 
expansion of the Head Start programs. Because of these limitations infant 
teachers may have been trained more on infantjunior levels than on 
nursery-infant levels. Implementation of the Plowden Report will increase 
the college offerings in the nursery area. 

Following her sixth form in secondary school, the student who is ac- 
cepted at a college of education embarks on a three-year course of study 
of the field as an integrated unity of theory and practice rather than as 
separate subjects. The course is divided into three general areas—child study, 
practice, and a main course or area of individual exploration. The bulk of 
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work is in the study of child development. In addition, practice is scheduled 
for each of the student's three years, and is the core of the training. 
Pressure for higher standards, often interpreted academically and 
traditionally as additional and “stiffer” courses, exists in English teachers . 
colleges, just as in ours. The new Bachelor's Degree program adds & fourth | 
year to the college education program. Starting after the sixth form (com- 
parable to the first two years in our colleges), this program provides for a 
longer training than American programs, which have extended their re- 
quirements to a five-year training. The Plowden Report is a source of 
further discussion of ways for improving teacher training, for improving the 
contact of schools with teachers colleges, for improving and maintaining 
teacher supply. 


Li 


The NNEB 


A description of the selection of the head and the training of the 
teacher is an important preface to the description of the training of the 
NNEB. The specific differences in training must be weighed in the light 
of the present trend to make greater use of the NNEB. b. 

From the beginning of my stay I observed closely NNEB training 
programs because of my concern with our training programs for assistants 
in our preschool expansion. I observed NNEBs in all the nursery schools 
visited, NNEBs working with teachers in Bristol infant schools, and 
NNEBs in charge of a nursery class in Birmingham. i 

The NNEB begins a two-year training at the end of her fifth form in 
secondary school, at age 15 or 16. Her courses at the technological college 
focus on three areas: (1) the physical and social development of small 
children, (2) their mental and emotional development, and (3) her 
own further education. Two days a week, or 14 hours, are given over to 
lectures on the health, development, and education of children up to age 
8; the topics are mainly on the adjustments of children in situations without 
the mother, on play, on speech. Other lectures at the college help the 
NNEB student with "further education,” i.e, courses in liberal arts areas. 
Three days a week are spent first in nursery school and then either in a 
residential home or in a day nursery center. NNEBs usually have had ex- 
perience with babies so that they can do residential home or day nursery 
work. Summing up, the NNEB training represents a professionalization of 
the assistant by providing a qualification that is nationally recognized, 
interchangeable from job to job, and kept up to the standard of the 
National Nursery Examination Board. 

Although some girls had been admitted to teacher training colleges 
from every NNEB college I visited, the entry standards are on the whole 
Considerably lower than those for teacher training college. Some girls, 
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still unclear about their career aims or unable for family reasons to go 
further at that time, had chosen NNEB training as good general training 
and had become more ambitious in “midstream.” Some of these went on to 
teacher training college, some to nurses’ training. Others had used the 

“education opportunities of the NNEB work to improve their standing. 
Thus, even on the level of the advanced courses at the Institutes of Educa- 
tion, there were a few who had started as NNEBs. It was generally felt 
that all who could qualify should be encouraged to go on to teacher training 
colleges. 

a Considering the group as a whole, the working NNEB has had her 
training at a younger age, has not been to sixth form, and may not have 
passed the relevant examinations. The practical work requirement, three 
days a week, canfiot be equated with the experience of supervised practice 
teaching, even if NNEBs may be placed only in schools that have been 
approved. Most important, the amount of education that she receives, 
two days a week at the college during the whole of her two-ycar course, 
is faf less than that of a teacher in academic content, in ways of introducing 
and extending use of skills, and in general understanding of children, 
although it is definitely superior to that usually given our aides and as- 
sistants. 

The NNEB assisted with all the physical needs of a child, sat with 
small groups of children, conversed with them, and helped in welcoming 
them. I thought these assistants contributed greatly to the school life 
in the warmth of their relationships with the children and in the smoothness 
they gave to the background mechanics of classroom routines. It was they, 
for example, who made it possible to maintain, complete with labels and 
markings, the children’s supply of personal belongings like combs, flannels, 
etc. Their major orientation, which probably reflects the focus of their 
training, was clearly a more body-conscious way with children than was the 
teacher's way. Warm and pleasant, easing and helping as the NNEBs were, 
they were only gradually becoming more involved in conversation with 
the children. I thought they could be guided in learning techniques of 
sustaining conversation. Nevertheless, the degree of skill and sensitivity the 
NNEBs revealed in their responsive approach to children was most im- 
pressive. 

With serious appreciation of the NNEBs' already important role with 
children, English educators are evaluating current NNEB courses and are 
revising them with a more educational focus. This ongoing development is 
aimed at making NNEB training the foundation for real assistantship to 
the teacher, and is in response to the discussion initiated by the Plowden 
Report and its recommendations of additional uses and responsibilities for 
NNEBs. The new National Nursery Examination Board syllabus allows 
for a flexible exploration of new content. One suggested implementation 
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of this new flexibility focuses on art, the family, and nature study.® Further 

it suggests two years in English studies on the theme of the Ages of Man 

as seen by poets, painters, and novelists. Much that is described in this 

course, if pursued in any depth, would be valuable for any teacher educa- , 
o 


tion. 


e 


SCARCITY AND TYPES OF PROVISION 


Admission to full-time nursery schools was extremely limited, afd 
other types of schooling and care developed. The organization of the full- 
time nursery schools most carefully worked out the adjustment to the 
natural rhythm of the children's day. The full day not only eased the 
hardship of travel to the widely dispersed nursery schools, it also lesseñed 
some of the difficulties for children living in crowded housing and in large 
families, Working-class parents were eager enough for this kind of school- 
ing for their children that they would undertake long travel, without 
car pools. As the heads pointed out, if a mother had many other children, 
less than a full day might hardly be worth so much travel. Part-time nursery 
schools did not solve the problem for working-class mothers. 


Part-Time Nursery Schools 7 


The part-time schools were o 
burgeoning need for expansion. By 
regard for economic need, the par 


pened in 1952 as a response to the 
aiming to meet the demand without 
ttime schools are departing from the 
definition of the nursery school as an institution concemed mainly with 
serving the working-class child. Since the change to part-time doubled the 
supply, the trend, particularly evident in London, is very strongly to the 
establishment of more and more part-time schools. The Plowden recom- 
mendation for a nationwide expansion that is largely a part-time provision 


confirms this trend. i 

Part-time nursery schools were often converted full-time schools and 

so inherited the setting of the fulltime schools. They had the same build- 

ings and the same standards of cleanliness and equipment, but differences 

arose from the possibilities for use of these facilities. Part-time schools met 

children’s needs but without the leew scheduling pemi by e 

full-time schools, without the extra noo xd crannies to fill in the extra 
Moments der ki 

of wondering and looking. ; 

In part-time sehadls the pressure to get another session underway 

8, by Catherine Lee of the Oxford 


iy in 
ks ar 


9 Described in the Froebel Journal, June 196 
College of Further Education. 
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made more difficult the leisurely, gradual leaving often observed in full- 
time schools. Another session had to get started, another group of children 
was arriving, the room had to be straightened and prepared. Inevitably 
then, gradual arrival in a part-time setting was not as relaxed because 
everyorie tended to feel they should make the most of the three hours, to 
have a full program. Yet even if not easily accomplished in part-time 
schools, gradual arrival was characteristic of all of them, and arrangements 
were made to fit the special needs of individual children. 

The pressures of the part-time group are familiar to American 
teachers and parents. In many of our nursery schools, so many of which 
are part-time, arrival is hectic and leaving is hectic. The teacher or head in 
our setting is often besieged in this all-at-once way by intense demands 
for immediate attention. Very often this is because children come and go 
irf car pools. Probably the long day setting of our day care centers has the 
greatest possibilities for the kind of flexibility characteristic of full-time 
English nursery schools. 


Nursery Classes 


The other big expansion, in addition to the turning of full-time 
nursery schools into part-time double-session schools, was the opening up 
of more and more nnrsery classes within the infant schools. By exploiting 
a major loophole of Circular 8/60 (see Notes on Usage), a nursery class 
could be created if, by placing six teachers’ children, it returned six teachers 
to teaching jobs. The six children might not be working-class but the rest 
of the roster might well be of this background. 

On the whole the new English nursery classes are part-time except 
where special need dictates full-time organization. Full-time classes exist 
to serve only children with special needs. 

Nursery classes often seemed to have better physical conditions than 
other classes in the infant schools in which they were housed. They were 
bright, well equipped, and well staffed. The toilet and sink facilities were 
equal in adequacy to those of the nursery schools. The same training for 
teachers was required, and the teachers worked in the manner of the 
nursery school teachers. 

Although location of nursery classes in buildings housing infant or 
primary schools could have given the children an even greater sense of a 
whole school, of the complexity of space and great flexibility of many 
areas, it failed to do so. Since the nursery class was but one class in à 
relatively big school, it was confined to its one area of the school. It did 
not have the use of the extra space furnished by corridor, staff room, head’s 
office, and garden. This “enclosing” into a single classroom meant a loss 
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of space for "corners," for extra enrichment, or for easy expansion of 
activities. Though every nursery classroom still provided for in-and-outness 
(walls were broken through if necessary in many instances), the in-and- 
outness was only to a very small and enclosed part of the school play- 
ground. E c 
Housing the nursery class in the infant school could also have ex- ; 
tended the use of family or mixedage grouping whereby children of 
nursery age would know slightly older children, but again, thjs did not 
happen. A child could have learned to know the teachers of his older 
brothers or sisters. Without the pain of learning a new building, a new way 
of getting to school, he could have moved into new relationships. But, as a 
single class within a larger school, the nursery class did not have contact 
with other classes. The life of the several groups housed under one roof 
in the infant school flowed around it without including it. The loveliness 
of the nursery classroom was "protected" from the more rowdy infant 
School, with loss to both infant school and nursery class. In effect, the 
nursery class was in the infant school without being part of it, because 
there was no real blending of nursery class and infant school informalities. 
The policy of “protection” operated so that no pressure from the 
infant school could be imposed on the nursery class. The infant school 
was not quite trusted to have reformed the dulling routine and restriction 
of movement that had at an earlier period characterized its organization.” 
(Sce section on History, chapter 3.) The three-year-olds and four-year-olds 
were not to be swallowed up in the pace of infant school life. The fact that 
change had occurred, the fact that there might no longer be anything 
against which to protect the nursery class, was not yet acknowledged. With- 
out arguing against separateness, given the present linked nursery class and 
infant school arrangement, we might argue for a greater realization of 
the possibilities in that link for easier transition. 
vere discussed in the Hadow 


These shortcomings in the nursery class were discu 
Report, which recommended at least some continuation of the nursery 


School as a separate organization because in this way the nursery school 
could best develop as a model and most fruitfully contribute to the rest of 
state education. This view is less forcefully presented in the Plowden Report 
which found less need to make this point after the thirty years of nursery 
School development since Hadow’s recommendations. But the nursery 
School as a separate unit was and is still prized because it fosters for the 
nursery school child the fullest and most relaxed use of the whole school 


environment. ^ 


T This separation of nursery and infant school organization is discussed in the 


Hadow Report (1931, 1933). 
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Day Nurseries 


The small number of full-time nursery schools is clearly insufficient 
for the working mothers who need care for their children all day long, 
and those who need care for children under nursery age are not served at 
all. Day nurseries that include babies and toddlers were a response to the 
needs of working women, first in the Depression of the 1930s and then in 
wartime (World War II). After the great increase during World War II, 
English day nurseries experienced the same cutbacks as did the nursery 
Schools5 In an attempt to positively discourage women with children 
under 2 from working outside the home, fees were charged for day nursery 
care? The result.was that: 

For the children who are found places in nursery schools and nursery 
classes because of various social priorities . . . whether their mothers arc 
at work or not, the school place is, of course, frec just as it is for all 
children in maintained nursery schools and nursery classes, since these 
are provided as part of the educational Services. For exactly similar 
children who are found places in day nurseries, a fee is officially chargeable 
and, even if the fee is waived or reduced as it sometimes is, this can only 
be done after careful enquiry into the financial circumstances of the family. 
The extraordinary anomalous position therefore occurs—and cxamples 
are not difficult fo come by—that one child recommended for day care 
may not be able to have that care in a local day nursery because a fee is 
charged which the mother cannot or is reluctant to pay, whilst another 
child, recommended for day care by the same doctor, will be granted a 
priority place in a nursery school without fce and without a means test.1 


Ironically, the somewhat punitive language of the circular on charges 
for day care reflected the thought that the day nurseries would gradually be 
absorbed by the nursery schools and come under their umbrella. This was 
the vision of the Education Act of 1944. But this has not been realized, 
and there is a void just at the time when a great need has been created 
by the great numbers of working parents in England. The inclusion of 
day nurseries under the state standards will not enormously increase the 
supply of nursery education, though it may improve the standard of the 
day nurseries—and concern about the standard for day nurseries and for 
nursery education is part of the concern for expansion. 


The day nursery can offer fairly wide enrichment and can provide 


8 Between 1952 and 1955, 259 nurseries were closed. Only 448 day nurseries, 
providing places for 21,396 children under 5, remained open by 1965. Simon 
Yudkin, 0-5, A Report on the Care of Pre-School Children (a discussion based 
on Ministry of Health Circular 221/45, 1945), p. 26. 

? Ibid., p. 26. 

10 [bid., p. 34. 
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quite a pleasant way of handling children. The buildings are planned for 
children's care in somewhat the same way as are the nursery school build- 
ings. The sanitary and health provisions are high, and the Ministry of 
Health is the responsible department. NNEBs with some additional course 
training are in charge instead of trained teachers. It is said that the NNEB 
warden or the SRN (State Registered Nurse) can secure the same equip- 
ment for the children on request from the LEAs. If the day nurseries seem 
pleasant and planned but not as glowing as the nursery schopls, this is 
attributed to a lack of push and know-how on the part of their heads. 
The focus of the present struggle for supervision of all day nurseries by the 
Department of Education and Science is aimed at raising the quality of 
the teaching staff to a point where it can consistently produce stimulating 
environments for children. This is intended by Plowden's recommendations 
for a single education standard for all children of nursery school age. ^ 


Play Groups : 

Even with the part-time groups and nursery classes, the problem of 
and the short supply of government-maintained 
The day nurseries do not help the middle-class 
ng waiting lists for the government-maintained 
nursery schools, part-time or full-time, make placement for such a mother 
unlikely. But middle-class mothers and those not exactly middle-class are 
more and more interested in provision for their children. Other solutions, 
such as the play groups, are being tried. . 

All over England play groups are starting up, very much as in the 
United States, because of the shortage of facilities for many groups in 
the population who now value nursery education or for those who work 
and need nursery care for their children. The groups that use play schools 
in England expect to pay very little, whether or not they are middle-class. 
Understandably, the presence of excellent free nursery education creates 
pressure to produce more of the same. High fees are resented, and the 
government is frequently criticized for lack of provision. In some cases, 
play groups are partially subsidized by the community in ways that allow 
fees and are acceptable to the government. 

The play groups, however, do not in any way match the standard 
of the state-maintained nursery schools, nor could they do so without the 
Most enormous additional expenditures. For that matter even our own 
very high-priced private schools do not succeed in matching ithe planned 
buildings and the planned environment of the English state nursery 


schools. 
are of the poor standard of their play groups, are 


Many parents, aw i 
anxious to secure licensing and inspection by the Department of Educa- 


the enormous demand 
nursery education remains. 
working mother, and the lor 


54 The English Infant School and Informal Education 


tion and Science as well as training courses for leaders. In fact, some of 
the recruits for courses for mature women leading to teacher qualification 
come from the play group parents. Many of these parents would like, how- 
ever, to retain the participation in the control of the school that has been 

1 part of their play group experience. They enjoy also "getting together," 
breaking up their previous homebound isolation. 

The involvement of parents in play groups is different from the 
parent-teacher relationships in the nursery schools. It is closer to the rela- 
tionships in our cooperatives. The parents often teach in the school and 
arë actually responsible for the care of the children. Probably application 
of standards to play groups is resisted for fear that this involvement will 
be diminished when qualified teachers and state financing are introduced. 
Many play groups would like to retain voluntary status. But even maintain- 
ing” their voluntary status, some development of standardization and a 
higher standard seems possible, so that the best of them may come under the 
state umbrella if nursery education is expanded. 


SCARCITY AND STAFFING 


In the battles currently raging around the means of providing more 
nursery services in England, a number of solutions propose different uses 
of staff. The Plowden Committee recommended that with ultimate re- 
sponsibility remaining in the hands of the qualified teacher the main day- 
to-day care should be given over to the NNEB. The number of children in 
each group would be reduced to 20, with the adult/child ratio one trained 
NNEB to every 10 children. There would be one qualified teacher for 60 
full-time places. 

No one challenges the use of helpers, which has an old history in 
the English nursery school. The Hadow Report includes a whole section 
on such use, differentiating very clearly between helper and teacher. In 
Education Under Eight, Gardner describes the wartime practice of placing 
the nursery school in the charge of a hospital-trained nurse so that children 
under 2 could be safely accepted, while the educational activities of the 
children, ages 2-5, were in the charge of a woman given a short course 
of training and supervised where possible by a qualified nursery school 
teacher. After the war when the NNEB role was defined for the nursery 
school, the nurse continued in charge at day nurseries which took small 
babies. The*continuation was tolerated because it was thought that such 
staffing would soon be phased out as the da 
the overall expansion envisioned i 
expansion did not happen, an 
and equalized day nursery a 
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for the NNEB is meant to heal the breach of this long separation and meet 
the needs for expanded provision. 

It can be argued about this Plowden recommendation that placing 
NNEBs in charge of nursery school groups imposes the day nursery 
standard on the nursery schools rather than vice versa. I think this is 
not the case. The Health Authority closely supervises the health and 
welfare features of the present day nurseries, but the orientation of this 
supervision is less educational than is that of the educatiog authority 
which, of course, also recognizes health and welfare requirements. The 
Plowden recommendation would put day nurseries (for children over 3), 
play groups, ctc., all under the supervision of the LEAs and subject to 
inspection by the HMI. All nursery groups would come under the ultimate 
supervision of a qualified teacher, as described. There is*some implication 
in the proposal that children in day nurseries would be shifted for part 
of the day to nearby nursery schools, the whole to be considered a nursery 
center. This would represent a lifting of the day nursery standard. 

Some welcomed this lifting of standard to supervision unde? the 
Department of Education and Science and did not seem to be critical 
of the proposals for revised use of the NNEB." But the Nursery School 
Association was critical of this proposed use of the NNEB in place of the 
and with reason. Even though the ultimate responsibility would 
her, and the size of grouping would be 
eniably be a dilution of supervision 
d teacher to 60, or one teacher to 


teacher, 
continue to rest with a trained teac 
reduced from 30 to 20, there would und 
with the proposed ratio of one qualifie 


three groupings. a A 
The pe of dilution is not easily dismissed as an academic exer- 
ers regard dilution not only defensively 


cise. English nursery school teach : 
but as x ddp threat to the high standards of teacher education and of 


Professionalization that have produced such flexible, responsive nursery 


education. 


Gardner discusses the “mixed feelings” of the nursery school teacher: 


ndation that, even in these diffi- 
sion of nursery school education 
ted for this is too high and 
lightened ‘child minding’ 


ill welcome the recomme 
d be a large expan 
t the price sugges 
ould be perhaps en 


While they wi 
cult times, there shoul 
they may very well feel tha 
that what would happen W 
but not nursery schools. + - - 
of the training of the teacher herself, 


ilution 2 j : 
des vcrall responsibility for the assistants, 


Her comments 01 
the one who supposedly must take 0 


Seem particularly important: 
Plowden Report on ‘Children and their Primary 
OV 


1! Thid., p. 28. 
68, p- 6- 


12D, E, M. Gardner, “The 
Schools’,” Froebel Journal, January 19 
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. whether the teachers themselves would gain the necessary knowledge 
and wisdom to be able to function through other people would be doubt- 
ful if their own training on the practical side was not given in close 
association with trained teachers but in nursery units, and if after being 
trained they had no experience of day to day conducting a group of their 
own and no trained colleagues with whom to exchange ideas.!? 


The Plowden Committee did not specifically suggest that nursery schools 
should remain as centers sustaining the quality of nursery education, but 
this seems to have been its intent. Gardner suggests that the training 
of the teacher is lowered if the quality of nursery schools is lowered, and 
urges their retention in their present form as training centers. 


Nursery schcol teachers . . . are shocked that the Report does not even 
recommend that nursery schools with the present required quota of onc 
trained teacher to every thirty children should be retained as training 
centres for those who under the Plowden suggestions would have the day 


to day care of the children (though admittedly with ‘ultimate supervision’ 
from a trained teacher) .15 


Dilution of standards is permissible only within the framework of a 
genuine shortage of teachers. Challenging the Plowden Committee's ac- 
ceptance of statements about teacher shortage as "fact," !9 the National 
Campaign for Nursery Education felt that maximum efforts have not yet 
been made to bring teachers back to the profession; that many teachers 
would be willing to return to work on the part-time basis possible in a 
part-time, double-session school; that they wanted to teach nursery school 
and not infant school; that teachers, who for family reasons were not 
mobile, were available for nursery school placement if casing of the present 
figure of fixed provision allowed such placement.!? 

It was my impression that many measures had been taken to remedy 
the teacher shortage. There was already some use of part-time teachers. 
Evening courses for mature women, however, were fewer than in the 
United States. Slow retraining, as is possible for American women with 
home responsibilities, is not the pattern in England. Income or tax ad- 
justments to make return to work more attractive do not exist. And even if 

13 Ibid., p. 7. 

14 When I was in England during the summer of 1969, Lady Plowden indicated 

that the Committee had always assumed that side by side with the growth of 


the nursery groups, the nursery schools would continue. 
15 Gardner, “Plowden Report,” p. 7. 


16 The ‘National Campaign pointed to its 1967 survey in which 66 LEAs (one 
third of the total investigated) responded to a questionnaire with information 


that they were not handicapped by a shortage of teachers. National Campaign for 
Nursery Education, Newsletter, No. 2, 1970. 


17 Reference is to Circular 8/60. (See Notes on Usage) 
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all inducements were used, there might still not be enough teachers to 
staff the proposed expansion. 

While the Plowden recommendation of one qualified teacher super- 
visor to two or three units in different areas does seem a serious dilution 
of the vital standard of close supervision, grouping of the units” together 
would at least assure a constant supervision from the responsible super- 
visor. Gardner suggests two trained teachers for four “units” (the term 
used in the Plowden Report) or, in effect, a lesser dilution of &he present 
standard, with one qualified teacher to 40 children, instead of the present 
one to 30.8 The threat might be less if the dilution could be considered 
temporary, until the time of adequate teacher provision—and perhaps all 
this has been considered and weighed. The decision is still to be made on 
the very important question of expansion and the price of such expansion.” 


SOLUTIONS p 


The present facilities for children under primary school age—within 


and outside of the structure of state nursery education—present a clear 
picture of scarcity. The problems of expansion and the eagerness to find 
solutions are also clear. Everybody now wants more nursery provision for 
everybody. Nursery school education can n 


services for the poor. The Plowden Report response is to p 


expansion. ni , 
In urging the assumption of the state's responsibility for “ ee 
ages 3-5, the Report proposes to reverse the trend that resu e in »- 
decline of state education for that age group, à trend. describe he E e 
Section on history (see chapter 3). The 1944 qa" Act piin a 
nursery schools for all who would want or need them was also m : ayi 
to reverse this decline. But its implementation was halted by He mi . 
€conomics and the great rise in population of the post-Wor' ar 


me 
— at was fixed at the figure of 1957 


I , school enrollmer f a 
ina ides ieee iod as 8/60. It is still the determining factor 
: sind h there has been progress in easing its 


in stemming expansion efforts, thoug : 

Testrictions ny = eamp in recent funding that would Num c 
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18 Gardner, “Plowden Report," P- 7. plan,” National Campaign for Nursery 
F n Nursery Plan has sug- 


19E, M. Osbom, “The Lon A Londo à 
Education, Newsletter, No. 1, 1970. The Mus discussed in Plowden for in- 
gested thet the realization of all the POST qualified teacher. 
Crease in staffing would allow for supervision 
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be spent on day nurseries.” Success in procuring this appropriation is 
attributed, at least in part, to the National Campaign for Nursery Educa- 
tion, representing the combined cffort of professional organizations and 

, parent groups. In a historic demonstration (May 21, 1968), now repeated 
every year, working-class and middle-class parents presented a petition to 
the Secretary of State for Education and Science. They set up a nursery 
group in Parliament Square, and mothers and children from all over the 
country drew their representatives, their M.P.s, out of session to answer 
their questions. In response, the Department of Education and Science 
conducted a survey on parental demand for nursery schools, and reported 
to the House of Commons that the government was considering re- 
laxing 8/60 in some areas. It seems clear that there is a desire to scrap 
Circular 8/60 and that there is now a real chance that it will be greatly 
modified. 

The expansion now recommended by Plowden is as follows: a 50 per- 
cent jump for three-year-olds, based on an estimate that the demand for 
space for 3s would come from only 50 percent of the parents, and an equal 
jump in fulltime nursery provision in priority areas. For the nation as a 
whole, the recommendation is for a 15 percent increase in full-time nursery 
education for the 3s, 85 percent for the 4—5s, but 100 percent for this 
age group in priority areas. 

The timetable fer these plans is similar to that of the New York 
State Board of Regents plan—1970-1974. With genuine nursery school 
provision now offered to so small a percentage of the eligible population, 
implementation of the space provisions of the 1944 Act is still the focus of 
campaigning. In that Act, sites in housing estates and elsewhere were 
designated for future buildings of nursery schools and were to be held for 
that purpose. Many local areas have retained some of that space, pending 
the removal of Circular 8/60.2! 

The pressure that resulted in the Plowden proposal for overall ex- 
pansion came not from any single group but from a large segment of the 
population, convinced that all children can benefit from nursery educa- 
tion. The Plowden proposal received a great push from women in the trade 
union movement who demanded better and more educational day nursery 
facilities, more supervision of child-care, and the extension of nursery 

schools. It gained strength from the middle-class mothers involved in the 


20 £25 million were released 
welfare program, with the m 
21 3,000+ sites in 162 LE. 
Development Plan. Thoug 
and a good number used 

"number remain available 

Present Day Society," in 


July 1968 for a four-year housing, education, and 
ajor part to go for education. 7 
As were designated for nursery schools in the 1947 
h some of these have been taken for other purposes 
as playgrounds pending their use for schools, a large 
for school use. Eirene White, “The Under-Fives i? 
White et al, The Forgotten Two Million. 
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play groups. Pressure for nursery education has come also from industry, 
which recognizes its usefulness for their women workers. 

Though not as marked as in the United States, there is national 
interest in special provision for the deprived and for those who might have, 
difficulties in their further schooling. The Plowden Report, for"example, 
makes specific proposals for full-time and immediate expansion of such 
provision. There seems to be no question that nursery education would 
be the best way of quick language learning for immigrant children. The 
Save the Children Fund, for example, has organized special volunteer 
groups to serve immigrant children who have not been included in state 
nursery schools. 

Play provision exists not only because of need but because of what 
seems to be a component of English culture, namely, a &holesome respect 
for the importance of play in a child's growth. This is evidenced by the 
increase in the number of play centers, of adventure playgrounds, of 
One O'clock Clubs, and of supervised play groups, all for children under 


5, and all partially under the umbrella of the state or at least the Parks 


Department. The Health Visitors’ Infant Welfare Stations, toddlers clubs 
or toddlers play groups with mothers’ clubs all are part of the state services 
for children up to age 8. Unstructured play, attention to a child’s purposes, 
nurturance, and spontaneity are the stated aims of play centers, of the 
Parks Department in its adventure playgrounds, and of the LEAs. Such a 
universal feeling for play both influenced and was in turn influenced by the 
nursery school movement and the development of informality in infant 
schools, The Plowden Report is testimony to this. So too is the suggestion 
that, in the interim before the expansion of government-maintained provi- 
sion, LEAs support play groups run by nonprofit associations. So too is 
the recommendation for inspection by education authorities of all volun- 
tary groups. So too is the demand for enormous expansion of nursery 


education. 
The major problem of nursery schools in England today remains the 


very small provision. All the English agree that: 
es in the implementation of the 1944 


sery Education available as an educa- 
five who seek it.” 


The only permanent solution li 
Education Act, making State Nur: 
tional right to those children under 


The Plowden Report’s revolutionary recommendation for nursery schools 


across the board is the logical response. : 
In their current national discussion, English educators are concerned 


equally about the kind and the extent of the expansion they seek. While 


a Abraham, "Young Children in High Flats," Froebel Journal, June 1967, 
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they may consider a plan concentrating on part-time schools, they are at 
the same time aware of possible losses in gradualism. They may be expand- 
ing nursery classes, at the same time acknowledging their narrowed func- 

, tion. They recognize further that difference in nursery organization may 
also affect the potential for transition to, and influence on, the next level 
of primary education—the infant school. But none of these dilemmas is 
considered insoluble. 


m 


' THE MODEL FOR THE INFANT SCHOOL 


The Plowden recommendation that one full year of nursery school 
be an expectation for all children before entrance to infant School would 
result in increasingly close relationships between infant and nursery schools 
down the line. 

That the nursery school has had and continues to have a strong in- 
fluence on the infant school has been insufficiently evaluated. The Hadow 
Report had supported the separate nursery school as a model for the in- 
fant school. Even within the Plowden proposals for changes in staffing, 
as Gardner points out, preservation of some model may be a necessity 
for education of the teachers who will have overall supervision of the 
NNEB.2 ^ 

The full-time nursery school represents the touchstone of adequacy 
or inadequacy for evaluating all other efforts in nursery education. It also 
constitutes an unquestioned standard as the model for expansion. Despite 
the fact that it serves so few, the full-time nursery school has enormous 
significance as such a model, as an influence on the infant School, and as 
the cornerstone for growth and change on the next level. 

The influence of the full-time nursery school stems not only from 
the training of teachers and of the NNEB, from the planned buildings 
that allowed in-and-outness, and from the planned environment, but also 
from what happens in the schools: arrangements that are a precondition 
to informality and provide for the human dimension. This standard of 
function has created in the nursery schools an atmosphere of serenity, ease, 
and responsiveness to individual children—even with their groups of 30. 
Without advocating that number, the schools accepted that number and 
met the challenge. They worked out the conditions that would allow them 
to work in the way they believed right, that would permit relationships 
supportive of each child's adjustments and growth. And this standard of 
function has guided adaptations in the infant school. 

It is a standard that is no longer related to the poor. It relates to all 


23 Gardner, "Plowden Report," P. 7. 
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children. Only the conditions of scarcity maintain the orientation of the 
state nursery school to the working class. 

It is clear that while the exigencies of the national economic and 
political scene produced compromises within nursery education, the stan- 
dard itself was never in question. The true significance of the Plowden 
Report is that the value of nursery education for all children is accepted 
and that the high standard of the full-time nursery school is what is wanted 
for day nurseries, for play groups, for the deprived child, for all children. 
It is deeply significant that the Plowden Report accepts as the aim of 
education the support of natural growth; that experience and play are 
described as essential ways of learning for children at all levels—nursery 
school, infant school, junior school—in fact, all primary education. The 
Plowden recommendations, though they may suggest modifications that 
threaten the model, still represent the success of that model. 9 


n 


chapter 2 


THE INFANT SCHOOLS 


The nursery school, as described, became the acknowledged model 
for those changes in the two-year infant school that guaranteed continuity 
of experience for children, ages 5-7. In my study of the conditions that 
made possible this continuity, the provocative and significant discovery 
was that "model" did not mean replication, "continuity" did not mean 
repetition. The infant schools were interesting far beyond the model. 


SOME LASTING IMPRESSIONS 


... An old stone building, a wall, a bare playground, but with 
large tubs for planting. Inside, suddenly all is light, movement, color. The 
first impression is of lovely things on the eye level of five-year-olds, in 
corners that invite use and lingering—flowers and potted plants, easy chairs, 
books, paintings, shelves filled with china, a length of soft patterned fabric, 
a lovely bit of sea glass in the midst of an arrangement of blue pottery. 
The blue pottery is just one part of a total pattern of beauty—all for seeing 
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and touching and arranging into new compositions. There are precious 
things, lovely things, colorful things where children can see them and 
handle them or, seated around a small table, enjoy quiet reading near them. 
Some of the corners display musical instruments, all laid out for children 
to see, to handle, to use. In fact, in all the corners all the objécts seem 13 
be set out with confidence that the children will handle beautiful things 
carefully and with respect. And also on view are things the children them- 
selves have made with clay and wood, with paint and paper, with shells 
and stones. 

An environment bursting with invitation, bursting with all the things 
children are producing right then and there. In the entry way is a paint 
table and three children at work painting. The hall itself is large, with 
five doors opening out on it. Six children are there, painting a large sheet, 
barefoot so they can get in on the painting. The teacher is right ià there 
with them, offering them material. Three children are at a workbench. A 
es they had made, making sales and change with 
real money. Another couple sit at a table writing; still another, quietly 
reading. Through an open door one catches a glimpse of three girls using 
weights, weighing flour, making some cakes; of others in a housekeeping 
corner; of two children building blocks on the floor; of a boy arranging 
number trays of nails, buttons and conkers (our American horse chest- 


nuts); of another measuring with knotted string on the floor. 
‘All over the classroom wall—under paintings, on shelves, in front of 
clay figures, attached to woodwork—are words. “I used three pieces of 
wood.” “My boat is 11 and 3 inches long.” “This girl has a red dress.” 
“Tt is a man.” A little boy dictates to the teacher and watches while the 
teacher writes, Another writes his own sentence and asks for a word. A 
couple of children are absorbed at a water trolley with tubing, and with 
all shapes and sizes of plastic bottles, funnels, strainers, and a really fine 
collection of measuring cups. In the library are eight children, each one 
at his own task, which seems to be phonetics. The teacher helps each one 
separately in whatever way he needs. All during the day, groups or in- 
dividuals, after asking permission, use the library, but book corners are in 
every room as well as in the corridor and in the big hall, often with easy 
chairs grouped around them and flowers on the table. 

The classroom does not contain the class. The children spill all over 
in little groups going to usc things in various areas of the room and hall. 
The teacher is not behind a desk but moving to all these children. The 
headmistress is in the midst of it all, too, knowing everyone, helping 
wherever needed. Talk is going on all the time. Words for activities are 
being sought all the time. The children seem to know just what they want 
to do, where to get material, how to go about it. The children move with 


self-assurance, using their school. 


couple are selling cak 
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. . . In another infant school, also an old building, drab and gray, in 
one step I am in a gymnasium-sized room—the central hall—with five 
rooms leading off from it. I stop a child to ask for the headmistress. He 
takes me up to a lady in the center of a group around a workbench. They 
are cutting lino-prints. Another group nearby is printing for a book they are 
designing. Another is printing fabric. Two little girls are drawing thick 
wool threads through a standing pegboard, following a design they have 
drawn on the pegboard with colored chalk. 

The room is full of activity. In one corner, two girls are marking 
what; on inquiry, I discover to be the register! Children collect milk money 
and sell snacks, using real money. Children are going in and out of a 
supply room that contains pieces of wood, different kinds of paper, 
thread and fabrics, buttons, boxes, animal supplies, wheels, paint—all 
sorted and labeled. A sign advertises: “Animal Grooming in Room C,” and 
the cost; "Animal Food," and the cost. One little girl is weighing an 
amount of animal food. While a boy is giving out a circular describing 
the offerings of this animal clinic, another is making a sign needed for 
this. At a table six children and a teacher are cooking. An older child is 
helping a sewing group, and another is helping a child to read. Over in 
one corner two children are writing. Three little girls are walking about, 
holding and fondling guinea pigs, "loving them," they tell me. There 
seem to be no groups of rrore than six. 

Even the old building poses no limits to possibilities of use. I begin 
to see that the use of the big hall and the corridor permits the break- 
through from classroom to use of all the school areas, thus creating a 
new unity of school life. Classroom doors are open to corridors or hall 
where children can go to acting boxes, to workbench, to musical instru- 
ments, to library corner. No child moves as part of a class; he moves as an 
individual to things he chooses to do and the teacher and the headmistress 
move to help him do these things. The classroom, the class, the teacher 
behind the desk—all are metamorphosed, all are changed. 

Each classroom contains the standard equipment of blackboard, 
chairs, and tables.” Though there are enough chairs to construct a large 
circle if desired, it is usually a few chairs around a number area, around a 
book corner, around an interest table, around a table covered with junk 
material or with clay, or around a table for children sitting writing. A 
good deal of empty space is left for block building, for floor projects, for 
all sorts of use. Children sit on the floor for storytelling, for group teach- 
ing, for a group reading. Children can always be seen writing, sprawled 
comfortably on the floor. 


. . . There seems to be a plan of the day but few fixed periods. The 
fixed points tend to be the Morning Service, Music and Movement, and 
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Physical Education (P.E.). These last two are class activities held in the 
big hall, and even these often break up into small groups where individual 
children may show their skill or make their own use of some of the 
P.E. apparatus. Sometimes children from the class having P.E. or Move- 
ment do not join with their class; sometimes children from óther classes 
continue whatever they are doing in the big hall around the edges of the 
P.E. activity or of the Music and Movement. Sometimes P.E. and Move- 
ment are the same activity. id 

At lunch, another fixed part of the day, there are eight children and 
a teacher or a “dinner-lady” at each table. Conversation is expected; a 
service that is orderly is expected, and some effort is made to make it 


attractive. E 


_. . There seems to be no syllabus controlling what work ha$ to be 
covered nor at what time. The children come in one by one and start doing 
things. At any number of points in the day, an astonishing amount of 
writing is going on, an astonishing amount of measuring, of weighing, or 
exploration of shape and size. Writing and reading seem to be simultaneous, 
and standards of spelling seem to be relaxed. Children are not at all worried 
about whether they are right or not; they try. There seem to be no pre- 
scribed standards of achievement. A child is not competing. He is busy 


^ 


increasing his own growth. 


. . . The growth of skills is entwined with this life. In the free, self- 
chosen movement of children through all areas of the school, in the move- 
ment of teachers and headmistress to children to help them in their 
activities, skills are not precluded; rather the activities seem to foster skills, 
giving the children something to talk about and something to write about. 
The intense involvement of children in the running of the school—through 
errands, collecting of milk money and dinner money, marking of the 
register, helping prepare matcrial—itself becomes a steady stream keeping 
fresh and vital the ways and means of communication. 


_. . The headmistress in this old school tries “to have something in 
the environment which will fire off the child.” This interest, she says, “must 
then be kept going.” The notebooks the teachers keep of some of the 

hildren indicate a possible interest, a starting 


casual conversations with c t 
point they can follow up. As I sit near a child fingering the shape-board and 


talk with him about it, the teacher looks up and suggests, “He isn't up to 
that yet. He's just looking," and tells me at what point he is and en- 
courages me to become even more involved. I am free to talk to the 
children: children read to me, show me their books, ask me questions— 


always as individuals, not as a class instigated by the teacher. 
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. . . Teachers take time to read poetry, and children have favorite 
poems and ask for these during almost every one of my visits. Children 
create poetry. Poems, their own as well as their favorites, are written large on 
display boards next to paintings or in other places. Poetry is also part of the 
Morning Service. 


- .. The headmistress seems to know every child, to know things 
about a child:*that his grandmother is sick; that his dog had run away; that 
he is going with his daddy on holiday; that he has an “aunty” in Australia. 
If, in a rare moment, the headmistress sits down and talks to me in her 
office, situated sometimes on a half-floor above the central hall and from 
which she can see all that is going on, children are soon knocking, asking 
would she like to see their building, their painting, their junk invention, 
or read their poem or story. There seems to be complete free access to the 
headmistress. A word or two to this one or that one is part of her progress 
through the school. Incidental learning flows from her. A small sample: 
A child tells her, “I want to be a teacher in this school when I grow up." 
The time of growing up is calculated. The head asks how old would she 
(the head) be then, and would she then still be the head? “Oh no, my 
granny is that old and she has the rheumatism.” The children write her 
notes, receive answers, write back. I recall a child asking the headmistress 
was she aware that he is-this height? Her answer is prompt: No, she ap- 
preciates knowing that he is that height, and is he aware that she is this 
height? In quick response he writes, telling her how much taller she is. 


Whenever the school calls itself "informal," there is this spontaneity of 
communication. 


SCHOOL SETTING 


NEIGHBORHOOD SCHOOLS 


In contrast with the wide area intake of the nursery schools, the match 
of school to area was more generally the picture in the infant schools. 
Children in the infant schools, on the whole, went to neighborhood 
schools. 

English urban neighborhoods, which often reflected a mix of eco- 
nomic circumstances, were generally composed of small one-family row 
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houses, often drab and deteriorated, larger detached houses, and Council 
estates. In the New Towns, the new and well-kept row houses did not 
necessarily indicate middle-class background as comparable housing in 
the city might suggest. New Towns had a planned economic mixture, but 
were predominantly working class. Council housing estates, where working- 
class families had been relocated from the small row houses, were as new 
and well-kept as the New Town houses, yet they were for the most part, 
more sterile living areas than the old working-class areas. As in some of 
American subsidized housing, the estates tended to foster a type of segrega- 
tion in that poorer and poorer workers had come to be concentrated ‘there. 
An earlier mixture of working-class people—some skilled, some unskilled— 
seemed to have been lost. Those who were able to do so tended to move to 
suburban housing. j 

Home address was only one of the indicators of a child's ecònomic 
and social background. Information about parent occupations, the number 
of free lunches, and healtl and welfare statistics—all gained usually from 
the headmistress herself—revealed that more than half of the’ sample 
population was solidly working class in background, and only five schools 
had a concentration of children from professional middle-class background. 

However, the matching of area and background of children with their 
schools is not the absolute equation in England that it is in America 
when we refer to “neighborhood schools.” Fer example, the Plowden 


Report affirms the principle of choice: 


ts must be given some choice whenever this 
ve information on which to base it. They 
are more likely to support a school they have freely chosen, and to give 
it the loyalty which is so essential if their children are to do the same. 
Whenever a school is unpopular that should be an indication to the 


authority to find out why and make it better.? 


... we are sure that paren 
is possible and they should ha 


Freedom of choice may be nominal where there is only one school 
available or where “one favored school would burst its avalls without some 
form of zoning.” * Wherever possible, however, some degree of parental 
choice did operate. 

Comparisons of schools in old, poor urban areas with those in new, 
middle-class suburban areas led to the conclusion that neither poor area 
nor poor children could be matched with a judgment of the neighborhood 


school as inferior. 


2 Plowden, p. 44. 
3 Ibid., p. 44. 
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School Buildings 


Nor was there a consistent match between working-class or poor area 
with new o: old school buildings. Whether buildings were new or old de- 
pended upon the postwar pattern of relocation and redevelopment. Housing 
Estates and New Towns of course had new buildings. The poverty areas, 
which often were awaiting redevelopment, had old schools more con- 
sistently than areas of middle-class housing. By "old" is meant construc- 
tion ât the turn of the century. Some old school buildings in England look 
new because they reflect renovations based on the new thinking in plan- 
ning; such buildings had been renewed with an eye for color, light, and 
movement, and an awareness of the need for facilitating in-and-outness. 
Some had even added a garden. Some old schools were three-story struc- 
tures in which the infant grades were all located on the ground floor. More 
often the old buildings, which were surprisingly intimate, were small and 
one story. Playgrounds were asphalt and bare, though occasionally a row 
of old trees had been left, or an edge of unasphalted ground had been pre- 
pared for growing flowers. The gardens of the nursery schools, missing in 
the old infant buildings, were features of the new infant schools. Outdoor 
toilets remained in the old schools though supplemented by indoor toilets, 
and they were valued for the playtime period. An overhang usually existed, 
which was used by mothers when waiting for children, or for some dramatic 
play by the children. New buildings frequently had extensive grounds, 
flagstoned terraces outside of cach classroom, and courtyards. A number of 
London infant schools had swimming pools (baths) 4 

In contrast with the nursery schools, almost all of which had build- 
ings planned for use by that age level, the infant schools had buildings 
antedating their use for informal education. Where these old buildings 
had been revamped to permit the new use, they were highly influenced by 
the nursery school model. For easier in-and-out access to the play yard new 
openings were sometimes made even in the old walls. Ingenuity and a will- 
ingness to bend cizcumstances and to experiment produced the effect of 
light, color and openness despite the bare asphalt schoolyards and the 
heavy gray stone or faded red brick facades. 


Types of Infant Schools 
The maine types of infant school organization were the following: 


(1) Units under their own heads and in their own buildings—these 


* London County Council, Evidence by the Lond i he 
Central Advisory Council for Education, 1964. a ee ete 
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are separate from the preceding level of education or from the 
one that follows. 

(2) Such units with the addition of a nursery class. Under the present 
trend more and more infant schools will contain nursery classes 
even though these are not part of compulsory education. ‘Though 
it shares housing and head with the infant school, the nursery 
class (already described on pp. 50, 51) for the most part func- 
tions separately and retains its separate identity. ^ 

(3) Independent infant schools sharing a building with a junior 
school—these infant schools usually occupied the ground levél 
rooms. The clear separation of organization even in the shared 
building was underlined by such accommodations as separate 
exits and a separation wall. n 

(4) Infant departments or sub-units of a primary or junior-mixed- 
infant (JMI) school, sharing a common head and occasionally 
housed in a separate building—if the junior school was still a 
formal one, it tended to have an inhibiting effect on informal 
education in the infant department and on the ease of transition 


between the two levels. 


Funding " 

The national government, which supplies 60 percent of the funds for 
England's infant schools through grants-in-aid to the LEAs, sets national 
standards for the minimum cost of buildings and teacher salary scales. 
The LEAs, which provide the remaining 40 percent of required funds 
through property taxes, determine their application. Because of variations 
in local property tax bases, this arrangement has resulted in inequities that 
were largely offset by the Local Government Act of 1966, providing propor- 
tionately larger government grants to poorer localities. The Urban Aid 
Programme for Educational Priority Areas (1968) was a further move 
toward equalization. The headmistress receives a per capita allotment for 
usable goods which she disburses according to her own judgnrent.® 


School and Class Size 


Schools were quite sma 
tegisters that ranged from 


1l, compared to those in American cities, with 
185 to 350. The small size was as true for 


5 This study is based on observations o£ 12 infant schools, 10 infant schools with 
nursery classes, 7 JMI schools, 1 junior school. 

6 Claire Hardesty, "Education and Finance— Who Pays for What?" National 
Campaign for Nursery Education, Newsletter, No. 4, Summer 1969, and National 
Union of Teachers, The Financing of Education, London, 1964. 
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London as for any other city, and this seemed to be the purposeful con- 
ception of English educators. The Plowden Report recommends 240 as 
the optimum size for the infant school (300 to 450 for the junior school), 
a size considered “small enough for children to move freely about the 
the building without anxiety," * and small enough for the school to unify 
this movement. 

The actual range was wide but average class size was 30.7; average 
pupil-teacher ratio, 28.5:1. According to the Plowden Report, 14 percent of 
the children were in classes of 26-30; 24 percent in classes of 31-35; 35 
percent in classes of 36-40; and 17 percent in classes over 40? (The Report 
recommends that class size be reduced to 30, with classes for the youngest 
children to have the smallest registers. Since its publication, preferential 
staffing for priority areas is achieving the ratio of 25: 1.) 

^ English educators concede the argument for a smaller pupil-teacher 
tatio; they do not deny the hardships in large classes for teachers and for 
children. Though they point to the inconclusive research on appropriate 
class size, they fight for smaller classes. In the face of prolonged teacher 
shortages they have accepted the large class, but they have not permitted 
this acceptance to undercut their commitment to acknowledge each child 
as individual and different. One headmistress, expressing this English com- 
mitment, described the prewar reality of screwed-down desks, 

I've even done this work in a classroom with stepping and with sloping 

desks . . . there's nothing that people can say we can’t manage.10 


And about war time: 


In the classroom I had, at a school which was bombed, we had tables— 
adult tables, teachers’ tables, and teachers’ chairs. . . from here, there; 
and everywhere. I can't describe the furniture. And yet, we managed to do 
just this. With very little material. We were painting on newspapers— 
using anything. But it can still be done.11 


The commitment was strong enough to override all circumstances, includ- 
ing those of classrooms crowded with children and furniture. 


. English educators, while coping with but not defending large clas 
size, take a definite stand in defense of small schools. (Here, too, research 
On size is questioned; it is not clear that an economy is realized from 10° 


7 Plov.den, p. 172. 
8 Ibid., p. 167. 
9 Ibid., p. 280. 
10 Courtney B. Cazden and S. M. Wi 
refers to the steps to which children's 


the teacher's desk at the center. 
11 Ibid. p. 2. 


liams, Infant School, p. 1. “Stepping | 
desks were screwed down, all rising fro™ 
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creasing building capacity.) They maintain that the small school makes 
Dew the unique English achievement of commitment to a child's in- 
ui ual ways of learning even within large classes. The small school 
ue the disadvantages of the large class by lending itself readily to 
‘he y adjustment of informal education: the overflow from the classroom to 
ani of the whole small building. The traditional class-school separation 
A oes into a “use of the whole school.” (Thus, the significant impact 
= he large class is different in England’s small schools than in American 
ay In the United States the necessities of behavior in the schools are 
say by their mammoth size, and even the smallest classes—the Head 
bns groups with a teacherchild ratio of 1:15—are not permitted free 

Ovement and use of the building.) e 
m In addition to school size, the factors that tend to minimize the dis- 

vantages of large classes include the numbers, the use, and the quality 


OF staff. An assessment of staff roles not only sheds considerable light 
9n the rea] meaning of class size in English infant schools, but also ex- 
pond to children's needs. 


lains į 
Pains in large measure how the schools could res 


STAFFING 
" The effect of multiple staff, of a number of advits working together, 
m a striking facet of the infant schools 1 visited. It could be attributed 

Part to the movement of staff out of their classrooms to what children 
Were doing, individually or in small groups. Classroom doors were open, and 
movement and mixing of staff as well as children in their use of the 
a school was easy and encouraged. There was no encapsulated class- 


rk most readily with other 


ld wo 
we Jd work where needed. All 


In th 1 
tea € open school, teach 
Ep ct as well as with extra staff; they cou h and 

seemed to share the prevailing attitude of accepting and helpmg 


children’s purposes. All seemed to function quite well in the midst of 
956, movement and a great deal of material and equipment. 


Th 

© Headmistress , E 
i art selected her own $ aff from 
The headmistress for the most T d their deployment, making it 


Teferrals : termine : 
facile fot the te Oe ie wee She could experiment Yap 
Nt staff combinations of varying levels of experience aan sa 
‘Xing certain that the impact on children of inexperienced, Pose "ex 
"" qualified teachers and of aides OF precollege ed). b». certainly 
€ training of the teacher (described in chap 
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important, but thanks to the headmistress no class was totally dependent 
on that teacher and her training. Through her own participation, and by 
fostering the interchanges possible in the open school, the headmistress 
could ensure that the teacher's education was a continuous onc. The head- 
mistress was par excellence the extra staff, as well as the demonstration 
teacher working with this child or that, lending a hand here or there. The 
open school, created by the breakthrough of the closed classroom, enabled 
the headraistress to assume the special role that was the keystone of staffing 
in the infant school. (See pp. 44-46 for a full description of the training 


6f the headmistress and pp. 95-97 on the communal life of the school for 
a fuller description of her role.) 


Teachers 


The teacher's role and function are noted elsewhere in this volume 
(see particularly, The English Teacher's Way in chapter 1 and Teacher 
Planning in this chapter). This section deals with the issue of teacher sup- 
ply. A great deal of thought is reflected in the Plowden proposals to in- 
crease the supply of qualified teachers and to make better use of the present 
supply. Plowden’s discussion of quota teachers distinguishes between 
“mobile” and “immobile” (family-tied) teachers, and suggests the as- 
signment of immobile teachers to schools near their homes in order to 
release mobile teachers for priority areas. Plowden notes that where the 
inclusion of immobile teachers’ children (younger than the age group of 
the class) was the only way to get these teachers back to the classroom, it 
was easily arranged and seemed to work without difficulty. Plowden also 
considers the provision of housing for teachers; it explores the use of part- 
time teachers in ingenious combinations with full-time tcachers. (One sug 
gestion was a joint assignment of one full-time teacher with two part-time 
teachers for two classes.) As already mentioned, the open school and the 
open-door classroom that have gradually evolved in infant schools facilitate 
such experimentation. Further use of part-time teachers is proposed through 
children's part-time schooling up to two terms before full-time entry. To 
protect its recommendations on class size, Plowden suggests that for 
staffing purposes part-time children be counted as full-time, and part 
time teachers be used for "specialist" subjects, remedial work, relieving 
heads and deputy heads, working with small groups, and support of young 


teachers who have large classes. Finally, teams of experienced and ine% 


perienced teachers are urged to take parallel classes and work together. 


.5 Remedial Teachers 


For assistance with actual teachin 


half-time) g, a .5 remedial teacher (.5 meaning 


was employed as a special reading teacher. A .5 teacher might 
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also help in the library, or take a class for a short period, thus releasing a 
teacher for close work with a small group in reading, or carry on the 
experimental mathematics work, or even function as a part-time ac- 


companist. 
a 


Unqualified Teachers 


A teacher who was called “unqualified” might not have passed her 
final assessment or completed her training. Her status is somewhat 
analogous to that of “permanent substitutes” in American schools but she 
was rarely in charge of a class. The unqualified teachers were usually used 
to give special support to individual children or groups. The pressures of 
the teacher shortage threaten an increased use of the unqualified teacher, a 
development the Plowden Report does not support. Plowden suggests, ün 
fact, that unqualified teachers be employed on a daily basis for a particular 
emergency only. 


NNEBs and Infant Helpers 

In a number of schools, qualified NNEBs were used, as in the 
nursery school (see pp. 47-49), as part of a policy of help to individual 
children within the large class. In Bristol, for instance, this use of the 
NNEB was made more possible by that city’s general teamwork and unity 
of approach in the field of child care. In Birmingham the use of the NNEB 
was part of the effort to cope with the greater needs of children who were 
immigrants. In general, the NNEB served as an extra hand, helping the 
teacher in every way possible to relate more closely to the children. 

The NNEB role thus was in line with Plowden’s proposal: the 
NNEB would release the teacher to give far more specific and relevant 
help to a child or to a small group of children. Many teachers had feared 
that the Report would suggest use of the NNEB to replace the teacher. 
They feared—and Plowden did in fact propose it for nursery school—that 
such assistants would be given some additional intensive training and 
cither employed in place of teac 


hers or under teachers’ supervision to take 
Over a group in a Way they have not yet done. 


Infant helpers had duties akin to those of NNEBs though they were 
not as much a part of the classroom as the NNEB in the nursery school. 
However, these infant helpers were enormously helpful to the younger 
infant school children, especially in all sorts of physical ways: they could 
fix a hurt or scraped knee; they could help with washing up. They also 
assisted with replenishing the great variety of classroom supplies. 

Plowden proposes to extend the NNEB training and qualifications to 
infant helpers and in this way to equate their roles. The three possible 
roles of the infant helpers envisaged by the Plowden Committee are: 
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l. As an extra pair of hands, to (a) help with use of visual aids; (b) 
accompany teachers and children on out-of-school expeditions; (e 
help in and outside the classroom in preparation and maintenance 0 
materials and equipment. 


2. Contributing special skills—within school hours or in club sessions 


after school—such as help in needlework, arts and crafts, gardening. 
swimming, drama, music, and library. 


w 


- Supervising children after school while waiting for parents.12 
[s 


. Such an explicit outline seemed intended to dispel the fear of teacher 
displacement. In the schools I visited, the distribution of infant helpers 
was a couple to a school. The proposal is for a distinct increase—one 
NNEB for two classes. 


Student Help 


Additional help in most schools came from students doing their 
practice teaching. (This is described in chapter 1, p. 44, and in chapter 3, 
p. 150.) Students in training for NNEB qualification, precollege students, 
and secondary school girls also contributed valuable service to the schools- 

A word on precollege help. From conversations with many of the 
girls who were awaiting college placement and who meant later to under- 
take full teacher training in the Rachel McMillan Teachers College, it was 
clear they valued highly their chance to give this precollege help as a way 
of confirming their vocational choice. 

The secondary school girls helped as part of the secondary schools 
program to develop vocational goals as well as interest in children's growth 
for the eventual parental role these girls might have. They were welcomed 
and were very helpful with the children for the hour or so of their stay- 


The School Keeper 


The school keeper, who was a resident on the grounds in a cottage set 
aside for his use, often took great pride in stretching to the utmost thé 
facilities of the school in Support of informal education. His work W? 
appreciatively noted as most important by all heads. The children knew 
him and often would turn to him for direct help with a problem. In some 
areas the Courses offered for school keepers on changes in primary educ? 
tion towards informality featured leading educators, School keepers seem? 
anxious to do all they could to support modern methods. 


12 Plowden, p. 330. 
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Dinner Helpers 

In the attempt to have at least one adult at each lunch table of about 
eight children, the dinner help (in addition to teachers) sat with Children 
at the tables in the big hall. Because the big hall was in full use until the 
last minute before lunch, a cooperative effort of children and staff was 
needed to make space for lunch. The dinner help set the tables, sometimes 
with the assistance of the junior children or some infant children. They 
functioned in the manner of the teachers—sitting with children at thé 
table, saying the blessing, sustaining the conversation, helping with the dif- 
ficulties of eating, and indicating the order of clearing. After lunch, the 
dinner help gave tcachers a chance for a few minutes (usually a half-hour) 
of relaxation over coffee, by supervising the playgrounds, or on wet days, 
by supervising indoor games. A supply of games was kept especially for this 


Purpose. 


Welfare Helpers 


Welfare helpers appeared to be a kind of volunteer lay social workers. 


They visited homes if it became necessary to inquire into a child's absence 
or if need had to be established and assistance arranged. Their work was 
useful to the teacher as well as supportive to the job of the health visitor. 
They were often assigned to escort children to the dental clinics during 


School hours. 


Professional Services 


Since special help could be called on, professionals from a variety 
of fields might be seen about the school. The health visitor came once a 
month. A doctor examined the children at least once during their infant 
School years and for necessary checkups. Audiologists, speech mepa 
Cerebral palsy therapists—all were available upon request. School psyc e 
logists came into the school to observe and to investigate the causes is 
Some difficulties; sometimes children were called out of their group for 


Conversation with them. 


work was very un- 
who was determined 
er administra- 
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tive activities as secondary in importance to her participation in the life of 
the school. 


ORGANIZATION FOR INFORMAL EDUCATION 


Several organizational adaptations consciously fostered informal edu- 
cation in the infant school. These adaptations—in how the class was 
organized, in the use of building space, and in the plan of the day or 
umetable—all supported the direction toward informality. 


CLASS ORGANIZATION AND 
CONCEPTS OF PROGRESSION 


Examined and reexamined, class organization is still undergoing 
analysis and evaluation. Though the trend is to family grouping, age group- 
ing was the dominant form in the majority of the schools. It was not, 
however, a static form; within it lay variety in structure, depending on how 
progression within the infant school was viewed. But whether age or 
family grouped, the infant school was conceived as a basic, unstandardized 
unit, with growth for a child over the entire two-year period, with use of 
all parts of the school, and with no retardation at any point along the way. 

In "one-directional progression," the progress of a child was con- 
ceptualized as a one-way street with no stops, no diversions, no bypasses; 
and no indulging of old skills while new ones were being acquired. Where 
this view prevailed, the sense of the infant school as an ungraded sequence, 
responsive to varying paces of development, was lost. All children moved 
with their age group. Although one-directional progression never meant 
retarding, it might mean that a child, though being lost to the pace of the 
class, was "carried along" even though no longer learning. The normal 
“regressions” and “backward steps,” the time for growth in one’s way and 
at one’s own pace, the chances for repeated encounters with the rich en- 
vironment, all might be eliminated and no longer permitted, so that 4 
child's “unevenness” of development remained unrecognized, The setting 
changed for cach class and some of the more fluid and flexible provisions 
of environment were no longer available for older children. Thus, the steps 
necessary in integration and for the continuous flow of a child’s learning 
process might be blocked. 

On the other hand, where progression meant that the same child 
might be at one point in one skill, at another point in another, or at the 
beginning in still another skill, such schools, even though age grouped: 
conceived of progression for cach child individually and so developed ? 
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sense of ungraded sequence. Materials available for five-year-olds were still 
available for seven-year-olds. Teachers in these schools did not rate children 
by a grade standard of performance but planned for the progression of 
each child; they observed and recorded what step he was at in that progres- 
sion and considered the step he might be taking next. In an age-grouped 
School, the 5s were said to be in a readiness setting for reading; the 6s, 
of course, moved ahead, with many at the beginning stage. In the 7s' class- 
room some phonics and word-building cards could usually bê seen; here 
most children were reading and those who were still at the beginning were 
accepted as such. Where there was free use of the whole school, even if 
age grouped, there was at least some mixing of all children, and the school 
called itself a family school even when it was not family grouped for each 


class. 


The Reception Class 


The function of the reception class was to provide for the first and 
youngest of the age groupings. In family-grouped schools it was not part of 
the system at all, though from the name (new to an American observer) it 
would serve to stand for a short-period sorting-out class, funneling children 
into family grouping. In some instances it was used in this way for im- 
migrant children. p 

The teacher in the reception class was supposed to focus on begin- 


nings, on “readiness” for skills. Reading readiness materials were around, 
and a few children went beyond this readiness and used actual reading 
materials. Children who had been in schools more than one term sometimes 
made a slight beginning in reading and writing and in work on number. 
The teachers supported this slight beginning by writing words under any- 
thing a child had made and by encouraging copying or matching of the 
words. Gardner, in a lecture at the Institute of Education, indicated that 
some thirty years ago there had been a more relaxed interpretation of “not 
offering reading until they're ready" than exists today when it is hard to 
find a five-year-old group where the teacher is not encouraging some be- 
ginning of reading with one child or another. 

In a few cases the reception class was the class where play was ac- 
cepted and where children became accustomed to school rules and then 
went along in the more or less distinct one-directional progression. In such 
places, the relationship of the reception class to the rest of the school was 
analogous to that of kindergarten classes to the first grade in America, 
though not quite as discontinuous. In such schools the richness of environ- 
ment typical of infant schools existed largely for the reception class and 


not for the classes that followed. 
In the majority of cases the reception class provided the extra support 
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needed by 5s and rising 5s. It was a class of beginnings, but its modes of 
teacher-child relationships and its encouragement of play continued 
throughout infant school. 


Gradual Admission 


Practically no schools would have all new children on the same day in 
an all newiy-formed class. The reception class admission was held three 
times a year: in January, at Easter, and in September, thus adding new 
entrants to an already formed group. This process to some extent created 
both gradual admission and family grouping in that class, if a child stayed 
in it three terms. If this did not happen—for example, if the reception 
class, because of the pressure of numbers, passed children on after one 
term—then the children might have the difficult situation of several 
teachers in one year. But even so, schools made other adjustments to pro- 
mote gradual admission; stretching the admission period over a couple 
of days or weeks, usually a fortnight; allowing five-year-olds to join any 
day in the term before they became 5; and accepting rising 5s on a half-day 
basis for six weeks. Some schools tried to mitigate stress by having the 
children go through the infant school with the same teacher. 

Gradual admission, with the aim of easing children's first school 
entry, is so important ^o the English that it could not escape comment by 
the Plowden Committee. The Report devotes much space to a discussion 
of gradual admission within a three-term entry. It also discusses ways of 
protecting arrangements for gradual admission within the single entry and 
the raised age of entry proposed as a way of increasing the supply of 
teachers." With raised age of entry and single entry the rising 5s would 
be kept out of the infant school and would be provided a year of nursery 
school prior to admission to the infant school, but this year would be with 
the less qualified NNEB. Gardner, concerned that such a year would give 
a child a less valuable educational experience, has suggested that the NNEB 
could be used more profitably as an aide to a teacher heading a nursery class 
in an infant schóol.i4 

Plowden points out that when there is only one yearly intake, there 
will be a greater need for staggering admission over a longer time. Prais- 
ing the arrangements some heads already had made with parents, the 
Report recommends: (1) visits by mothers and children before admission 


13 Ibid.) p. 139. Plowden proposed raising the age of entry to the September 
following the child's 5th birthday. This wod elke the cl of children an 
release staff for nursery expansion. The plan for single entry would similarly 1 
lease staff by putting an end to the practice of "holding on" to teachers for the 
possible influx of registration in the second and third term. 


14 D. E. M. Gardner, “The Plowden Report *Childre ir Primary 
Schools’,” The Froebel Journal, January 1968, p. 6. SUAM Uis 
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where mothers are encouraged to stay with their children while the children 
are anxious, certainly during the first few days at school; (2) joint meetings 
of nursery and infant school staffs and meetings of these staffs with 
heads and with parents to plan an eased admission; (3) attendance of 
young children at school functions, such as the Morning Service (de- 
scribed on p. 98); (4) admission over a period of a halfterm; and (5) 
flexibility in adjustment to an individual child. Thus, if a child is not ready 
at the point of statutory entry, nursery school can be prolonged" for a term, 
or half-day attendance at infant school may be prolonged from the sug- 
gested two terms before full attendance, with the decision left to parents 
in consultation with the headmistress. Flexibility also may lower the age 
of entry as well as delay this. But all this presupposes that part-time 
nursery education will be available for those who want it one year before 
compulsory school education. Until single entry can be operative, Plowden 
proposes a twice-yearly entry. 

The issues relating to age of adm l 
infant education, and the supply of teachers are all connected; and in the 
resolution of these issues, gains for some aspects may mean losses for 
others. For example, in the period since Plowden, proposals to meet the 
increased demand for nursery education have tended to favor the half- 
day infant education and the delay of full-time compulsory attendance, 
which would in effect release teachers for the nursety expansion. Theoreti- 
cally, with a concomitant enormous increase of nursery education, a child 
would have more half-time nursery education and half-time infant school 
experience, too. Nevertheless, the fear is expressed that some children, per- 
haps even those most in need, will not take advantage of the voluntary 
half-day offering and therefore will have a shortened or a curtailed infant 


school experience. 

In the midst of teacher s 
education versus infant education continue. Cha c 
me attendance, however, necessi 
the argument continues. : 
Prior to the publication of the Plowden Report, half-day infant 
school, as long as needed for new children, was advocated, provided it did 

Il children, age 5. Opposition to this 


not become a fixed policy for a pposi 
policy was based on the possible erosion of play and flexible infant school 
curriculum if half-day were to become standard. Gardner pointed to the 


possibility that with only a half-day there might be pressure to maximize 
the use of this time for “learning,” and the real richness of the day would 
be lost. Since many mothers work, the half-day would not protect many 
children from pressures, but would certainly deprive them of play. All these 
arguments were recognized by the Plowden Committee in its recommenda- 
tion for a policy of individual easing, not a fixed half-day policy for all 


ission, nursery education, half-day 


hortage, the contradictory pulls for nursery 
nge of age requirements 


for compulsory full-tir tates an Act of Parlia- 


ment and, in the meantime, 
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children. There is specific injunction against use of this for a more pres- 
sured learning; there is also specific reminder that anxious children need 
the play offered by the infant school. 


Family or Mixed-Age Grouping 


Family grouping is a form of gradual admission in that a small num- 
ber of new*children join an already formed group. A not too uncommon 
pattern is that of children coming for one-half day (following a spring visit 
and a spring interview with the mother), gradually increasing their at- 
tendance, and sometimes, after a month, staying for lunch. In family 
grouping the five-year-old increases his participation as he is ready and 
wants this. 

' The mixed-age grouping inherent in family grouping diluted the im- 
pact of admission for new children.!® The younger, new arrivals could see 
the comfortable adjustment of the older children in their use of the school, 
which showed that this was a safe place in which to be, and so the adjust- 
ment of the new ones was helped. Helpfulness was elicited from those 
older and more familiar with school for those younger and less familiar. 
The teachers were conscious of the diminution of the competition typical 
of a peer group. They noted that the older children gained reinforcement 
for their own learning by their occasional function as teachers. Thus, 
second-year children in a group admitting new children had a changed role; 
and in particular, those slow or uneven in development, could avert an un- 
necessary and premature sense of failure. Some teachers spoke of the 
second year as consolidating in these children what the first year had begun. 
They hoped that in the third year the child would blossom. They pointed 
over and over again to children who had started in this easy, unpressured 
way and had begun to blossom in the third year, very often in the process 
of helping a younger child. 

Mixed-age grouping, moreover, made it easier for the teacher who, 
faced with a few children at a time, could help these begin at their own 
point of readinéss. The teacher's support and planning of such beginnings, 
adjusted to individual pace and need, were a built-in feature of family 
grouping. Not only was it easier for children who needed the slower start 
to find support for individual progress, but it was also easier for children 
who were ready to speed ahead to find a place with older ones. 

There were many ways of organizing family grouping, in which 4 
child usually stayed with the same teacher for the entire infant school 
period. Brothers and sisters were not always placed in the same group if 


* Loma Ridgway and Irene Lawton, Family Grouping in the Infants’ School- 


This sums up the case for family grouping. See also L. Weber, “Study of De 
velopment of Adjustment Practices?” sii ER wa 
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this was judged to be a poor idea. There might be "transitional" family 
grouping—combining the 5s and 6s but with single-age grouping for the 7s. 
More rarely, a school might have the separate reception class and then 
family grouping. Thus a child might have the same teacher throughout or 
new combinations for the second and third years. Bristol, where I was 
told there was 93 percent family grouping, had all styles of this. 

The Plowden Report is generally favorable to this type of organization 
on the infant school level as is the London County Council Report: 


wever, appears to indicate that mixed-age 
grouping in infants' classes may usefully be extended under favorable 
circumstances and the Council hopes that the training of teachers will 
encourage and help more schools to organize in this way.!9 


The balance of argument, ho 


The possibility of children doing what they were ready for, regardless 
of age, seemed most ingrained in the structure of the family groups. How- 


ever, in the schools where the basic flexible provision was the samevin all 


classes, this was true for children, regardless of age group. Age-grouped 
antages of flexibility in progres- 


schools, in a sense, could have all the adv 
sion, even a free day or undifferentiated day (see pp. 90-94), and some 
did. One-directional progression, on the other hand, limited the possibility 
of beginning learning at any point of readiness without prescribed stan- 
dards of achievement; it seemed to create pressures to start skill learning 


even for five-year-olds. 

Both kinds of arrangemen 
aimed for a school organized as a 
movement within the whole school s 
all parts of the school. This aim was 
for example, a child from one class wou 


of another class, or what his brother was doing. 
Class organization, whether based on age or on family grouping, 


created the sense of wholeness of infant education by maintaining a unified 
ungraded sequence that was consistent with the goal in the infant school: 


to be aware of and accept variations in the development level of children, 


in other words, to be prepared for an individual child's point of readiness. 


t—age grouping and family grouping— 
family school, allowing for a child's 
o that he knew and was accepted in 
achieved in many schools where, 
ld come in to see what the children 


USE OF BUILDING SPACE: OVERFLOW 
AND IN-AND-OUTNESS 


intent in the architectural plan of the 


No matter what the original 
the use of the totality of school space. 


infant school, the present aim was 


16 London County Council, Evidence, pp- 36-37. 
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Corridors 


2: A common sight was that of easels, workbenches, water tables, and 
block buiidings—all in the corridors. The impact on an American observer 
of seeing such corridors was unforgettable. In the United States school 
corridors are empty except when used for passage, for moving in orderly 
lines, quietly and quickly from one place to another. T hey are not part 
of the living of a school. In England, it became clear, the use of the cor- 
riáors was one of the factors that made it possible, even with large classes, 
for the children to make use in their learning of every aspect of the school 
environment. The use of the corridors—and even more so, that of the 
big hall—was also a way of casing the tight pressures of the classroom. It 
was easy for a child to spread his work into the corridors, for a small 
group to work there together. Thus the use of the corridors facilitated the 


change from the traditional classroom organization to free use of the whole 
school by individuals. 


The Big Hall 


If the big hall was central, it was most easily used. It fed movement 
back and forth from the classroom and allowed easy access for the teacher 
to the activities in the hall and back into the classroom. The easy flow 
of work and movement in the center hall brought teachers and children 
into maximal contact with the headmistress. In the midst of center hall 
activities she could most easily and frequently stimula te, assist, demonstrate. 
Children and teachers from one classroom could more readily be sparked 
off from contact with the work of others. 

Acting platforms situated in the big hall were constantly in use, in- 
dicating the value placed on improvisation, on drama, on acting, on role 
playing. This role playing was an integrative process for a child in which 
he put together elements from many 
experience. In doing this or in reenac 
ordering his thinking, recalling, 
ing on the possibilities of the fu 
into himself the fceling of pas 
other children: spatial rel 
and "you there." His lan 
the "how" with others, as he 
one. In this way, the discre 
be" were revealed and new 
lead to writing of the play i 1 
children (often at the sugges 
"see" the play. 
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The big hall was often the place for mathematical exploration with 
large one-foot tile squares or surveyorlink chains. It was the place for 
ambitious structures with styrofoam shapes. A favorite problem seemed to 

abe measuring the height or length of the big hall, both so dramatically 
bigger than the classrooms. 

Other observed activities were at the workbench and with large 
blocks, and in general, all kinds of work, from lino-printing to cooking, 
were going on in the big hall. 

The hall was scheduled at specific times for Morning Service, (see 
pp: 97-98 for full description), for lunch (see pp. 98-99), and also, with 
modifications by some heads, for group work such as P.E. (physical educa- 
tion), Music and Movement, and the reading of poetry and an after- 
noon story. , 

' Special equipment, such as the agility apparatus required for P.E., was 
located in the big hall, thus making it available for class or group activity. 
But the English talk more of an individual child's development of skill 
and understanding in the use of his body than of the group work in P.E. 
They stress Movement and attach much greater importance to a child's 
experimentation with movement than do teachers in the United States." 
This English approach stems from their analysis that a child’s develop- 
ment—intellectual, physical, and emotional—cannot be considered as 
separate pieces. Development of thought is linked to internalized move- 
ment, and English teachers discuss seriously how judgment, adaptation, 
and estimation develop through a child’s movement of his own body in 
the midst of changing heights, widths, surfaces. They try to provide the 
experiences for the development of such judgment and of concepts of 
space, time, size, weight, length, and shape. They try to support the de- 
velopment of the "thinking body," of problem-solving skills. They think 
understanding of area, of spatial relationship, of direction grows through 
actual use of space. Movement and dance experiences reveal the variety 
of individual meanings children have attached to vocabulary words on 
movement and these can then be shared and discussed. And movement 
integrated, as did role playing, in emotional and intellectual terms, experi- 
ences gained in other ways—in mathematical exploration, through litera- 
ture, through environmental enquiry. 

A very fine B.B.C. program to help teachers with Music and Move 
ment, and centering on free interpretative motion, was piped into the 
schools. From this series many teachers created their own form of Music 
and Movement, based on the interaction of teacher and children's ideas. 

Most often, musical instruments were available in the corridors oT 
in the big hall. Music experiences with these instruments or with im- 


17 Molly Brearley, ed., The Teaching of Young Children. 


The Infant Schools — 85 


provised ones were often a very individual pursuit by one child, or by a 
small group working together. Some children seemed to be experimenting 
with developing ways of recording the patterns they had tried with chime- 
bars or xylophone. Some seemed to be developing skill in reading and writ- 
ing music very much as they were developing these skills with Words and 
attempting to write their own compositions in both ways. Others were 
listening intently to sounds, to pitch, or with great thoughtfulness and 
concentration working out musical patterns which were also often expressed 
in movement. A vivid memory: Three children, oblivious to all else, are 
working out a tune on the chime-bars, listening hard to make sure tnat 
the chimes match their singing. A group of five other children come up 
close to hear them, while one little girl, off to a side, is reading notes 
and tapping on a very fine kind of xylophone. Using cymbals, a boy works 
out a “pattern of three,” and two of his barefoot friends try it out as a 
dance movement. 

An interesting aspect of the hall function was the easy undressing by 
the children.18 Children took off their shoes and socks for acting; for 
P.E., they shed their skirts and blouses, shirts and trousers. Barefoot and 
unself-conscious in panties, they used the P.E. equipment with greater 
safety, and were also freer in their exploration of movement. The undress- 
ing was allowed partly because the English shoes and buckle sandals are 
easier to get on and off and so require less teacher help than American 
tie shoes and partly also in recognition of a child’s great need for this 
kind of freedom and of his enjoyment of undressing and barefootedness. 

Some obvious disadvantages accompanying the use of a big hall were 
noise and interference from the class activities of Music and Movement, 
and P.E. Such interference persisted even when some teachers and heads 
allowed a moderate amount of the individual work going on at the side to 
continue, asking only that it be moved to the edges of the big hall and 
done more quietly. Despite the noise, children often sat in the big hall 
book corner while a class had Music and Movement, or they continued 
more organized activities took over use of much of the big 


painting while r 
hall. In some of the old schools the hall had to be cleazed for use as a 


lunchroom. 


The noise, however, did not carry to all parts of the big hall. Children 


who were talking to each other in small groups were not competing for 
group attention, and so there was no shouting or yelling. As one head- 
mistress commented: “If the children are working you don’t hear any 
noise.” Furthermore, because the free activities in the hall involved in- 
dividuals or small groups, two or three children, in pursuit of these activi- 
ties, were isolated from the large group in the same way that a table at a 


18 Recorded in the movie, Infants School. 
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restaurant isolates a dating couple. Children and teachers did seem to be 
able to concentrate and to pitch their talk so as to hear each other in their 
small group. No teacher said, "Say it loud," an injunction heard over and 

c over in American classrooms and one that would seem to encourage loud 
voices. Clearly the noise of concurrent activity, where a pinpoint focus 
from all was not being sought, was less bothersome than the noise can be 
from a few, where total attention is demanded. 

It seemed clear that in spite of such disadvantages as noise and other 
activities, more free activity is possible with the center hall (or center large 
corridor used in the same way as described for the big hall) than in any 
other arrangement. This arrangement seems to foster the most efficient 
breakthrough of classroom structure, the most mixing of classes and class 
to class stimulation. It seems to foster an "open" school. 

“ With such full use of the hall, does the teacher lose sight of much 
that a child does and, therefore, of a whole child? Does she perhaps then 
miss some opportunities to help a child relate what he has done to other 
areas of his work? Most of the activity in a center hall or in a corridor 
is near the classroom—an overflow from it, a spillover outside the door, so 
that there is, for children and teachers, an easy in-and-out, an easy recall 
and collaboration with some aspects of skills. This pattern seemed essential: 
that the teacher know of a child's overflow activity. If she did not, she 
might insufficiently relate activities to skills. 

Communication between teachers was certainly important; a teacher 
might have observed and helped with the activities of a child not actually 
in her class. Over coffee in the staff room, going over their “jottings,” 
teachers shared their observations. I heard one teacher telling another 
that she had had Michael that day and she was puzzled about some aspect 
of his work. I heard the headmistress taking a few minutes with teachers 
to tell about what had gone on in the center hall out of their line of 
vision. Children were encouraged to ask their teacher to see or hear—to 
share what they had done with teachers and with the other children, in the 


same way as they were constantly drawing the heads into the orbit of their 
work. e 


When the children have used something, the teacher wants to see what 
the child has made with it—if it’s a material that’s going to show some 
thing at the end. If it’s water play, what the child has discovered from 
the water play. If it's junk—what the child has made from it 


e 


But the work of the children going to the various areas in the hall or 
corridor was often unsupervised, at least for a short period. After a time 
the teacher or head would come over and look at the work and talk with 
a child about it. Teachers did not seem to feel that they had to watch 


19 Cazden, Infant School, p.18. 
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every moment of the children's work. In order to allow this, one would 
have to trust that a child's interest in his work would be so great that he 
could do it unsupervised. Trust was possible also because the "family" 
nature of the school encouraged older children to initiate a new child into . 
whatever were the rules for the use of any equipment or area’ of work. 

A tolerance for overflow situations and a trust of children not im- 
mediately "under the teacher's eye" seem to have been well established 
in England over a long period. In the late nineteenth and early twentieth 
centuries English teachers, following in the path of Froebel and then of 
Montessori, had encouraged individual handiwork and had introduced 
objects in old crowded classrooms. Since space was needed for the in- 
dividual work with these objects, the teachers had to plan carefully to 
facilitate some movement to them. The free movement was introduced 
gradually and with care that the children understood the reasonable use of 
freedom. Overflow to corridor and big hall became commonplace, leading 
to a vital feature of informal education—in-and-outness. 

The movement to and from the classroom was not entirely free, how- 
ever. The teacher, with the head, regulated movement from her class, after 
finding out what children wanted to do and setting the limits of suitable 
numbers for a certain activity. A child had his classroom as base and first 
asked his teacher before moving into the corridor or hall. She might say 
that she had planned to work with him and his group on number or 
writing: "I'd like you and you to come with me first thing this morning. 
I want to go on with something we were doing yesterday.” ?? Or she might 
suggest that he check with the head in the hall as to whether it was all 
right. Nor did all the children work individually, and this gregariousness 
also regulated movement. As one teacher described it: “The children will 
get into little groups. There’s always a leader of a group and the children 
work together. So your group is naturally formed for you.” * 

Children did not move about all day doing everything. On the con- 
trary, this informal schedule, by not interrupting or cutting across an 
interest and not going by the clock, allowed a child to finish, to extend 
and develop his interests. He was encouraged to stay with his work, though 
inability or unreadiness for this kind of commitment was understood and 
accepted. What cut down on a child’s flitting from one area to another was 
the awareness of availability and free access and the assurance that the 
richness of materials and equipment would not disappear. 

Nevertheless, the center hall was not the predominant physical plan 
of my sample, and even if present it was not always used to produce a 
whole and free use of the environment? It would appear that in-and- 


20 [bid., p. 15. 


21 [bid., pp. 11, 13. : . 
22 Of the 50 schools visited, 13 had center halls; 17 had side halls. Of these, 6 


had no procedures of in-and-outness. In a few others, in-and-outness was restricted 
to bays and corridors and did not include halls. 
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outness operated almost regardless of physical plant, only if it was con- 
sciously viewed as desirable. Thus, in a few cases, the center hall was used 
only for scheduled mass activities. 

- THE SIDE HALL. Not all schools had center halls. Some had side halls 
and in the newer schools of the New Towns, corridors tended to be 
eliminated and replaced by side halls. The side hall, because it did not 
afford easy back-and-forth access for the teacher, seemed less in use than 
the center ball. Still, depending on the effort of the headmistress, the side 
hall certainly could be well used. For example, in a remodeled school in 
Lóndon the side hall was the place for large block building, music, acting, 
measuring, and for work with large shapes. In that school, workbench, 
water play, and painting—activities requiring closer help—went on in the 
corridor opening out of classes. 


Indoor and Outdoor In-and-Outness 


‘For the most part in the old infant schools, overflow from the class- 
toom to the free use of the school remained an indoor phenomenon. 

In the good weather of the summer term (Easter through July), how- 
ever, teachers and children dragged out half the equipment so that work- 
bench, block building, clay, painting, reading, and sewing could go on out- 
doors—so much did th teachers believe that use of the equipment in this 
in-and-out way was good, and so much were they willing to trust the 
children to go unsupervised to equipment. Some old schools had window- 
doors opening out to the yard and garden to facilitate this free access to 
equipment, this flow of in-and-out activity. New schools had inner court- 
yards as well as outdoor paved bays, with overhangs for protection from 
bad weather, opening from each classroom. Paved bays allowed for overflow 
from the classroom but did not encourage mixing of classes. 

The importance to informal education of in-and-outness, both indoor 


and outdoor, and of the overflow to corridors and big hall, is recognized 
by the Plowden Committee: 


The informal arrangements possible in small schools hav 
more to make teaching flexible between classes as well as inside a class 
than the organised time-tabled arrangements. . . . An infant school class- 
room is too small and too confined for all the things the children need 
to do. They overflow into the open air where there are no walls to shut 
off one class from another; they stray into corridors which are not marked 
out into pens like sheep folds. The classroom is the children’s home, 
their teacher's base; but outside it any teacher may be drawn into any 
child’s concern. The school becomes a unity.23 


e probably done 


23 Plowden, p. 276. 
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PLAN OF THE DAY—THE TIMETABLE 


The plan of the day—the timetable—was a key factor in implement- > 
ing the concept of informal education that stresses the free flow and 
wholeness of school living. An infant school timetable could consist of 
simultancous use with fixed points moving toward what has been variously 
called the free day, the undifferentiated or integrated day; or it could con- 
sist of an activity period with simultaneous use and a skills period with 
simultaneous varied grouping. The order of activity period and skills period 
could be reversed and this too had consequences. 


Simultaneous Use 

Simultaneous use refers to the use of various aspects of the environ- 
ment—one aspect by one or a few children, another aspect by others, 
singly or in a group, at the same time. 


Activity Period 

Simultaneous use was at the least a phenomenon of the activity 
period, a period of free choice for the children frem all the areas of the 
environment—plastic (sand, water, clay, paint, woodwork), housekeeping, 
music, acting, sewing, measurement and weighing, books, games, etc. Even 
when it characterized solely the activity period, simultaneous use meant 
availability of books and number as well as of other materials. Even in 
such a division of the day aspects of the environment available during 
the period of free choice were used for the focused “skills” work, as when 
sand was used for weighing and water for measuring. 


Skills Period 


In all schools, the existing situation was of simültaneous varied 


grouping, no matter what the timetable arrangement. No skills work was 
taught entirely in a block classroom way, with one lesson for all. Even 
where skills were unrelated to “activities” interpreted narrowly as paint- 
ing, games, sandbox, house-play, acting—there was always a breakdown 
into several different groupings of children doing different things ap- 
propriate to their own point of progression, though all were linked in 
general subject. Usually in such a skills period unrelated to activities, one 
group might be doing reading, another writing, another number work or 
measuring, or perhaps individual children were engaged in these activities. 
Thus, the children were not all doing the same thing at the same time. 
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Usually, even if the whole group was doing number, children were doing 
three or four different activities, on different levels, handling different 
things. The most structured situation, for example, might be one group 

^weighing, another measuring, another counting with number trays, another 
"smashing" a number such as eight and turning it into its relevant group- 
ings. 

s Nevertheless, if the timetable called for the skills period to precede 
the activity?period, the result was very little interpenetration of focus and 
interest and very little sense of the wholeness implied in informal educa- 
tion. This sequence of timetabling resulted in most completely isolating the 
free activity from the rest of the scheduled day, the least degree of free 
flow, the least use pf the environment. Few schools timetabled in this way. 


Activity and Skills Period Interrelated 


‘More likely, some aspect of the activity period interpenetrated the 
skills and vice versa, and what was done was thus entirely individual. The 
important thing was the constant use of the concrete in the environment 
to give meanings to all learning. There was a constant search for what 
would involve children in what interests them and the intensified learning 
that stems from this. ‘Therefore, activity stemming from the children’s 
firsthand experiences took precedence over verbalisms, over “take-in” from 
the teacher. Plowden recommendations as well as publications of the 
Nuffield research teams support further development of this simultaneous 
multiple use of the concrete environment. Gardner's view is that activity 
"in isolation from the rest of the time-table . . . loses some of its potential 
value as providing a motive and purpose for other work.” 24 


The Free (or Undifferentiated or Integrated) Day 


In planning for the free day there is no separation of activities or 
skills and no separate scheduling of any one activity other than the fixed 
points (Morning Service, P.E., Music and Movement, and lunch) designed 
for all children in the school. As a result, one might see all aspects of the 
environment—reading, writing, number, painting, acting, music—in use 
at all times. A group getting the teacher's special help or stimulus could 
be found at any time. 

At some time of the day a child did number, reading, and writing, ad- 
justed to his stage of progress and depending on his interest and his need 
of the moment. Gardner, describing this day, says: 


?* D. E. M. Gardner and Joan Cass, Role of the Teacher in Infant and Nursery 
School, p. 7. E 
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Good teachers have done so much to foster the interests of the children 
and open up fresh possibilities to them that in some schools there is no 
need to safeguard particular "subjects" such as reading, writing and 
arithmetic by reserving special times for them, since the children can 
be relied upon to choose them sufficiently and sometimes for longer ` 
periods than would have been allocated by a time-table.?° 


Sometimes the schedule was thought out over a period longer than a 
day and it was not felt necessary that every child do every thing every day. 
In such a school a child who was engrossed in something could continue 
exploring the bounds of his work without regard for schedule, at least tor 
a while. 

In Bristol, after some period of use of this undifferentiated day plan, 
it was clear that play time as a release into movement from an immobile 
learning situation was no longer necessary—the children had freedom and 
movement all through the day. Of course, some teachers have criticized 
this because the discard of play time means a loss of these free moments for 
the teacher, who remains responsible all day. While there is a loss of group 
free time, teachers continue to take a break for coffee sometime during the 
morning. 

It should be emphasized that the undifferentiated day was not con- 
ceived simply in terms of simultaneity of all different aspects of the en- 
vironment, nor in terms of a child's use of any one aspect as a separate use 
at a single moment in time. The English viewed a child's use of the en- 
vironment as cutting across subject areas in pursuit of his interests. This 
kind of scheduling not only supported a child's integration of experience 
but also sustained his involvement. fas 

Not only my observations but the literature also seemed to indicate a 
trend towards more simultaneous varied grouping and towards the undif- 
ferentiated or integrated day. In fact, most of the schools visited had for the 
greater part of the day a combination of the activity period related to skills 
and simultaneous varied grouping. Schools with activity periods unrelated 
to skills were in the minority. For the most part, the schools that were 
family-grouped had an undifferentiated day. e 

Some steps toward a looser timetabling had been made by all the 
schools of my sample, but the variety of their arrangements indicates that 
the undifferentiated day is the end point of a continuum. ‘The work of the 
Froebel Institute focuses on a child's free choice of activity rather than 


on the free day, and recognizes that some teachers 
might still think it indispensable to set their children (at any rate from 
7-8 onward) some definite broad theme. They might perhaps also want 
to start from a prepared talk, and to introduce further such talks, or in 


25 Ibid., p. 7. 
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fact lessons, at intervals. This might then become an arguable question 
of degree. . . . It might well be felt by a good many thoughtful teachers 
that some such carefully limited degree of direction would lead to more 
positive and valuable results, anyway from 7 to 8 or 9 onward, than any 
quite unplanned freedom of choice. But so far the trend of our evidence 
rather points the other way. In that connection it seems particularly 
worth noting that some teachers began along partly pre-planned lines but 
themselves became more and more critical of these as they went along. 
They fpund in fact that the less pattern they imposed, the better appeared 
to be the results. . . . And it seems important to register that there may 
. Well be room for a great variety of different procedures and techniques, 
determined, at least in part, by what comes naturally and easily to 


the teacher—provided only that the last word always rests with the 
child.26 


‘The Nuffield Teachers Guide, dealing expressly with problems of 
transition to informality in the junior school and recognizing the diffi- 
culties of this approach for many teachers, suggested that “it is best to begin 
in a fairly formal way and to introduce new ways gradually." 27 The 
teacher then "can meet a limited number of problems at a time instead 
of being faced with many all at once.” 28 For teachers used to a stricter 
timetable, the Guide suggests small blocks of one hour of time as a 
starter, though it describes some teachers who seem able to make the 
change in one step. Earlier accounts of the development of this kind of 
planning in the infant schools also suggested activity periods of one hour 
as a starter? These accounts described the necessary changes in room 
arrangement and the process of overflow to the whole day as activity 
period and skills were related. Mary Brown, writing after Plowden (and of 
the integrated day), speaks of the necessity for the teacher to have evolved 
to this.?o 

The undifferentiated day has attracted great attention in the United 
States as a major, and by implication, necessary and immediate, feature of 
what I have called informal education." Examination of English writing 
however, indicates that there was a continuum of many steps in its evolu- 
tion in the infant school. Furthermore, the English anticipated that such 
a continuum would characterize the evolution of informal education in the 
junior school. 


The Plowden Report confirms the undifferentiated day as a desirable 


26 National Froebel Foundation, Children Learning through Scientific Interests, 

pp. 140,141. 

BP Nuffield Foundation, Teacher's Guide 1, p. 184. 

28 [bid., p. 185. 

29 C. Sturmey, ed., Activity Methods for Children Under Eight. 

30 Mary Brown and Norman Precious, The Integrated Day in the Primary School, 
. 16. 

Bi Edward Yeomans, Education for Initiative and Responsibility. 
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goal and terms the trend towards this "widespread." It stresses that free 
use of the rich environment is connected to looser timetabling. 


The strongest influence making for the free day has been the conviction 
of some teachers and other educationalists that it is througii play that 

young children learn. . . . The tendency is spreading in junior schools. 

Children may plan when to do work assigned to them and also have time 

in which to follow personal or group interests of their own choice 2? 


A Child's Whole Day e 

Within the undifferentiated or free day, a child's life had a pattern 
or rhythm even though the day had no specific schedule except for the 
fixed points listed below. > 

On arrival he might help with the preparation of the classroom work- 
shop or with the care of the animals; in effect, he entered the school as 
a responsible participant, knowing that materials were accessible and: avail- 
able to him—to prepare, to use, to restore. He might get to work on 
something already underway, resuming his investigation almost without 
pause. After a period of satisfying work, he and all the other children 
joined in the Morning Service. He then returned with his class to his room 
and teacher, who perhaps suggested that he work for a short while on a 
specific skill task appropriate to his own needs. After this work he could 
return to his own pursuits elsewhere in the classroom, corridor, and hall, 


or even outside in the playground. He might need to consult with the 


teacher on a beginning of a new investigation. As the morning wore on 


a child might join his class for the scheduled Music and Movement or 
work on the P.E. apparatus. Until then, and while other groups had their 
scheduled periods, he might continue his own work. . 

The hall had to be cleared for lunch use. A child knew where he 
might safely put aside his work, ready to be taken up later. He replaced 
materials already used, doing his part with all the other children to restore 
the school to working order for the afternoon. Earlier he might have helped 
collect dinner money and also, in answer to his own question, computed the 
amount collected. Now he might be one of a group of children helping set 


the lunch tables. j 
After lunch he again met with his classmates and teacher before 


another period of his own investigation, mixing use of “free” activities and 
skills. His teacher might join him at his work—the measuring, the reading, 
eighing—discussing it with him in the terms 


the acting, the painting, the w iscuss i 
of his purposes but also posing new possibilities for trial the next day. Or 


she might suggest trial of a new area altogether. 


32 Plowden, p. 197. 
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Nearing the end of the day, as he and other children reached the end 
of their work or a reasonable point of interruption, they began to tidy their 
work areas knowing that materials not returned to storage centers would 

ə not be available for their use the next day. If he finished earlier than the 
others, hé might read, play a quiet game, hold a guinea pig, talk with a 
friend, or help with another's tidying. 

The day might end with the reading of a story or some poetry and a 
discussion. ‘hus, a child's day had a rhythm of sustained involvement in 
his own work, interposed with periods of coming together with his fellows 
in ‘class and school. 


Fixed Points « 


Whether timetabled for activity period and skills or for the undif- 
ferentiated day, the plan of the day also included scheduled activities— 
Morning Service (for detailed description, see pp. 97-98), P.E., Music 
and Movement, lunch, and playtime. These activities became the fixed 
points of the day, though their scheduling (except for lunch) often re- 
flected some flexibility. The Morning Service, for example, the only 
officially required activity in an English school, was supposed to take place 
the first thing in the morning, but may heads found that it came more 
appropriately after some activity, and had quictly made their own adjust- 
ment of schedule. The Plowden Report notes this flexibility. 

In an attempt to produce greater impact and intimacy, the heads of 
some schools arranged for a classroom kind of Morning Service a few 
mornings a weck and an all-school service only once or twice a week, but 
this was not the usual procedure. In a few schools the 5s did not, either as 
a group or even regularly, join the Morning Service. In a very few instances 
a number of other departures from the pattern of all-school gathering may 
be noted. 

Obviously the activities that brought together all the children or 
utilized the big hall limited some of the free-flowing use of the school. 
But the significance of these activities is not that they set limitations to 
free flow or to the free day, for more than timetable was involved. ‘These 
activities were considered to be integrative for the children and for the 
school. They were expressions of the communal life of the school. 


THE HEADMISTRESS AND THE 
TEACHER IN ACTION 


- Schools called "informal" were all trying to crcate a wholeness in the 
living within the school through their adaptations for family grouping 
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for in-and-outness, for use of the hall and corridor, and for a timetable 
that allowed simultaneous use of the rich environment. Whether these 
adaptations worked depended on their implementation by people who 
understood their purpose, people who understood what was meant by in-. 
formal education. It is in this context that the work of the h€admistress 
in promoting the fullest use of the whole school must be examined. The 
results of her efforts were reflected in the communal life of the school 
that developed around the fixed points of scheduling, the children's par- 
ticipation in all the life and work of the school, the free flow of movement, 
and the informality of interaction and communication between staff and 
children. Similarly, the teacher's planning and her purposes behind this 
planning revealed her grasp of informal education. 


THE HEADMISTRESS AND COMMUNAL 
LIFE OF THE SCHOOL 


Communal life may be defined as “wholeness” and “inner” unity in 
the life of the school. More than on operational unity, it depended on the 
head’s conscious use of the whole school as a unifying force. The majority 
of the schools visited had a strong sense of this communal life. — 

Every school was a single unit of operation. its head the single re- 
sponsible executive who unified the school and was a symbol of that unity. 
She not only made decisions on allocations to classrooms but she also re- 
lated directly to each classroom. One headmistress in a New Town, for 
example, tried to strengthen her unifying role in the school by taking over 
each class for one half-hour a week. But a headmistress who encouraged 
communal life in the sense I have described did not merely come into 
classrooms as a principal might in an American school. The head moved 
in and out from hall to classroom, joining an activity, saying a word to the 
children, to the teacher. And the children and teachers could move easily 
to the head, whose office was often situated on a half-landing above the big 
hall and was very much in the center of all the life of the school. Most 
of the time the headmistress was in the school, not in her office. This 
open access and movement set the “style” of the teaching-leaming process 
in the school. By demonstration and participation the headmistress helped 
teachers continue their development toward maximum effectiveness. 

It was in the big hall that one could best see the headmistress func- 
tion. She could usually be found there, and her presence was the central 
factor in its use and in the movement and relationship of children from 
any class to this use. All day long, beginning with the Morning Service, 
the headmistress drew the attention of the school as a whole to the work 
of particular individuals or groups or to new aspects of environmental pro- 
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vision. She fostered the overflow use of the whole school by coordinating 
with the teacher the flow of movement from class to hall. She made judg- 
ments on whether or not an activity could be trusted to proceed unsuper- 
« vised, and on reasonable time allotments to ensure some sharing of equip- 
ment. In 'one school when children asked if they could be at the work- 
bench, the headmistress might ask if they were friends, what they had in 
mind, and then suggest that they set a clock to time turns. 

The lreadmistress was the terminus and the reason for errands. She 
listened to all the various communications, she admired what had been 
produced, she discussed problems of work in progress. The headmistress 
might raise playing to the level of a play, for she was the audience, someone 
who had not already seen or heard it, as the teacher had, and who therefore 
needed explanation of it. The headmistress was the appreciator, the extra 
ear, the receptor, the transmitter, and therefore, the stimulator of all sorts 
of communication. 

The training and selection of the headmistress have been described in 
chapter 1. Every aspect of this training, including initial teacher college 
education, work and responsibility as a teacher and as a deputy head, and 
additional training in the Institutes of Education, had prepared her 
for this role in the school. It was essentially an educational, not an admin- 
istrative, training, quite different from that of principals in the United 
States. As headmistress. she remained a teacher, a master teacher, who 
had a hand in all the teaching of the school. As one headmistress described 
her efforts: 


I go to a teacher and say, “Have you any children I can have for a little 
while who need some special help with number?” She says, “Oh, yes.” 
And she takes out a little group—we have a good look first to see that 
we're not dragging them away from some other special interest. But 
generally I can gather a little group. If I can’t get enough from her, I 
say to another teacher, “Have you any?” Then I take the children out— 
they can come out into the hall with me—and we talk. 


It was the headmistress who smoothed over some of the difficulties result- 
ing from teacher mobility and teacher shortage. She was the extra teacher, 
and it was she who could experiment with combinations of experienced 
and inexperienced teachers and help make the training of the teacher a 
continuous one (as described earlier in this chapter, p. 71). 

It was the headmistress who produced the blurring of lines between 
all aspects of the day, the unsegmentalized whole living of a child. The 
agents of the educational System external to the school itself, whether in- 
Spectors, advisors, or Institute of Education lecturers, all were in full 


33 Cazden, Infant School, p. 8. 
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agreement on the significance of the head's role as a condition for the 
development of informal education in the infant school. How these agents 
and the headmistress interacted will be discussed more fully in chapter 3. 


2 


Fixed Points and Communal Life 


Fixed points—or scheduled periods—fostered the communal life of 
the school. At these times, either the whole school came togethtr or the big 
hall was used for a common class activity. These periods could be used to 
enhance a child’s whole living in a whole school in which all the parts and 
all the relationships were open to him. They could be used to further 
strengthen his sense of important interaction and exchange with school 
and class, his sharing of his work and thinking with a group certain to be 
interested. 

Conscious awareness of the school as the boundary of his activities 
was considered a necessary precondition for a child’s free use of the whole 
small school. Within this boundary or enclosure a child could use every- 
thing freely to further his own individual pattern or growth. But a child 
in this school was not an isolated individual atom. Rather he was an 
individual in a community of working individuals in which. social inter- 
change and discussion spurred the development of judgment in all areas— 
intellectual, emotional, social, and moral. ^ 

THE MORNING SERVICE. Though superficially reminiscent of the As- 
sembly Period in American schools, which centers around the flag rituals 
of salute and song, the Morning Service reflects continuing Church-State 
connections in England: an Act of Worship in a Morning Service is the 
only required school activity specified in the 1944 Education Act. The 
Plowden Report discusses the corporate Act of Worship in the context 
of the increasing diversity of English society and the increasing number 
of its citizens who question religious education as part of the school cur- 
riculum. Plowden recommends that this activity continue as a recognized 
part of education but that those teachers and children who have different 
views be reinforced in their right to withdraw from participation. NE 

The role religious education can play within informal education. is 
now being seriously studied. Goals and content of the Morning Service 
are being reformulated in the light of what is now known of children's 
development and their rea] understanding of such services. Value con- 
siderations formerly linked to religious education are now sometimes at- 
tached in broader fashion to moral education and even more broadly to 
the development of moral judgment. For this reason, the Morning Service 
often consists of discussions, stories, or poems that, it is believed, may lead 
a child from his limited self-focused vision to a beginning perception of 
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another point of view, thus supporting his expanding frame of moral 
judgment. : 

No specific ritual or format had ever been imposed on the Morning 

*Service, and consequently, an enormous variety of ways of conducting it 
evolved. Heads seemed to feel they could interpret and implement the 
requirements in their own fashion, with no limit whatsoever on their 
ingenuity. Most schools that are committed to informal education and the 
support of (he individual development of each child value the integrative, 
unifying function of Morning Service. It often sets the tone for the day. 

For example, November 5th is Guy Fawkes Day, commemorating 
the Catholic Gunpowder Plot to blow up Parliament in 1605. On that 
night bonfires are lit all over England to burn the effigies, the “Guys,” made 
by the children. “Remember, remember / The Fifth of November / Gun- 
powder, T'reason and Plot." 

On the day before this holiday a headmistress was heard talking with 
the children about their fabulous Guys, the paintings and stories about the 
day, the wood work, the Houses of Parliament made with junk boxes, or 
about one child's Big Ben. The headmistress then spoke with the children 
seriously, saying more or less that Guy Fawkes really should not have tried 
to blow up Parliament, that it could have hurt a lot of people. She ex- 
plained a bit why Guy Fawkes felt the way he did. Then she suggested that 
the children think about something they really believed to be right. 

At a Morning Service observed in another London school, parents par- 
ticipated, along with babies and with toddlers—the noise and crowding 
of all being freely accepted. It was a very cold, windy day, and the service 
consisted of the reading by one of the teachers of a hymn by St. Francis 
of Assisi, “Thou rushing wind that art so strong,” and a Christina Rossetti 
poem on the wind, a reading of a story on wind by a seven-year-old, and 
then a free discussion on “what was good about the wind,” with the children 
offering suggestions that the wind dries clothes, that it blows the leaves 
off trees, etc. 

At another school, older children (seven-year-olds) conducted the 
service—making’ decisions on program and leading discussion. At still 
another service, the headmistress brought in a ballet record and suggested 
to the children that they might listen during the morning, that they might 
hear music that they never had heard before, as "the Lord, when He was 

Seven, perhaps? had heard things that He had never heard before," and 

that they might then think of some dance or something to do with this 
music, which they had never done before. Doing something for the "first 
ime in your life,” something never done before, was the theme here. 

... THE LUNCH PERIOD. This time of the day, graced usually with the Eng 

ish amenities of conversation, the blessing, and orderly service in which 
children helped, was another communal period creating unity. Lunch was 
planned to foster social life by having children in groups of eight or nine 
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sitting together; classroom and age groupings were broken in the seating 
arrangements. A definite attempt was made to encourage social com- 
munication, to have some sharing beyond classroom boundaries. The 
general pattern was for teachers to have their lunch with the children, 
one teacher sitting with each group. Though this is now a voluntary rather 
than an expected pattern, I noticed that it was still in operation on my 
return visit in 1969. Even without the old pattern of a teacher at each 
table, a genuine effort was made to preserve the old atmosphere, the casy 
conversational interchange. A new threat to communal life would result 
from any rise in charges which would reduce the number of children taking 
school lunch. Children not participating of course would not benefit from 
the social interchange of the communal eating pattern. , 

THE ACTIVITY PERIOD AND COMMUNAL LIFE. This period broke through 
class boundaries. Children sought out activities given in one class and not 
in another. Thus, a teacher who might be helping with lino-printing wel- 
comed all comers. Children sought out siblings, cousins, friends. They 
showed each other things. They visited other classrooms. No difficulties 
were put in the way of siblings being together, friends being together—all 


things Americans worry about. Such freedom was considered vital to the 


natural flow of communication and to the healthy growth of relationships. 
The schools that had created 


THE FREE DAY AND COMMUNAL LIFE. 
wholeness of the day and of the use of the school, required fewer specific 
arrangements to create communal life, since it already was flourishing; 
for example, if mixing of the children occurs all day long, play time is no 


longer significant in this respect. 


Shared Areas and Communal Life 


of the activities of the hall or corridor (workbench, 
the school functioning as a whole, 
joining individual children from 


BIG HALL. Many 
animals, music, etc.) were shared by 


with individual children from one class 
another. P.E. and Music and Movement were group or class, not whole- 


School, activities, but use of the big hall gave these activities an added im- 
portance and supported the unity of each class with the school. One school 
in Bristol valued the communal life of the school so much that it tried to 
counteract its diminution created by the architectural structure of the 
side hall by planning the afternoon as workshop areas, with each classroom 
functioning as a different workshop area to which children from all over 


the school would go after making their choices. —— 
PLAY YARD. Play time, where scheduled, facilitated the breakthrough 


of class boundaries and enhanced school awareness and unity. Once again, 
this was in part through children’s coming together at a common time, but 
also in part through their use of a common area for common purposes. 
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Participation in the Work of the School 


" The children had work and errands to do not only for their class but 
for the school as a whole—setting tables for lunch, collecting dinner 
moncy, distributing milk, servicing the snack bar, participating in Morning 
Service, in plays for festival days (Christmas, etc.), taking and deliver- 
ing the register to the head's office, carrying messages. The children knew 
the whole school and helped in the preparations of its common areas and 
of its materials for use. Thus unity was reinforced by the easy movement 
of the children through the hall on errands, on the work of the school. 


A Family School 


The intent of the school was to be a family school with movement 
and interaction between classes, emphasizing help to each other and par- 
ticularly to the youngest. Schools with partial-hearing units (in Bristol and 
London) and with children who were spastics (in Bristol) included these 
in the communal life of the school, separating them from the others only 
for their very special needs. 

The sense of the school as a whole was valued for the children, inspir- 
ing in them awareness of their own progress and their own contributions 
to the life of the school—of what they had done, what they still might do, 
what they started with, and where they were going. 

A family school included a child's family in its communal life. In most 
infant schools the door was open as it had been in the nursery schools, and 
the parents came in with their children, sometimes to ask questions, some- 
times to see something a child wanted to show. They talked with the head; 
they knew the teachers. In some schools they joined in the Morning 
Service on a regular basis; they contributed materials for the junk or box 
assemblage. In these schools the relationship of home and school was 
close. In addition, visits from the Board of Managers (whose members were 
drawn from the'community) created bridges of communication and help 


between school and community. Many schools were used in after-school 
hours by community or paren 


INTERACTION AND COMMUNICATION 


Interaction, as reflected in 
an inevitable outgrowth of organ 
day and use of the whole school. 


both movement and responsiveness, was 
izational adaptations resulting in the free 
Movement that had the effect of freeing 
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the children and freeing the teachers was so typical of the infant school 
that exceptions stand out. Even in schools with little movement of children, 
there was movement of teachers and headmistress to the children, since 
in all schools both staff and children were working simultaneously at dif- 
ferent things. i 

In the majority of schools, even where activity and skills were 
separated, free movement was characteristic of every activity period, and a 
good deal of movement existed during a skill period, thougl? to a lesser 
degree than where timetabling had produced a freer and fuller use of the 
whole school. Children moved about to exchange apparatus, children talked 
to each other over work, or got up to get something or to look at some- 
thing. They were not assigned to permanent seats which could define their 
area of function. 

In those few infant scho 
periods unrelated to skills, and generally one-directional pro 
was little movement of children except at activity periods or in the recep- 
tion classes, Classrooms with little movement of the children were in 
schools characterized by little in-and-outness, a lesser variety of provision 
of environment, and little communal life. 


ols where the timetable featured activity 
gression, there 


Communication E 
Response to a child's own exploratory trials of the environment is a 
key feature of any description of informal education. Any test of teachers 
implementation of informality would ask: Is the school responsive to any 
overtures from a child? Is there talk, spontaneous conversation going on, 
or is it silent? : i 
For the most part, children in English infant schools functioned in 
an atmosphere where it was very easy to talk, to ask questions, to tell 
things about home to each other and to the headmistress and other adults 
in the school. Children functioned not as ina traditional “show and tell 
program of limited talk, but as individuals, with individual concerns and 
with individual styles of talking. Even in whole-school activities, it was 
easy for children to offer their own comments on a point brought up by the 
headmistress. As already noted in the descriptions of some typical Moming 
Services (p. 98), the atmosphere was intimate, unintimidating, and with 
no obstacles to communication. sees e i 
Many of the schools that were so striking in interaction, n communi- 
cation and responsiveness, had a population of poor children. As in the 
nursery schools, there was no lack of good feeling in teacher-child relation- 
ships because of poverty. Closeness resulted from shared experiences—of 
war, evacuation, neighborhood problems—and this closeness was very 


evident. 


Since the poor and the immigrant children overlap in this school 
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population, the question arises: Is there real interaction unless background 
is understood? Is the teacher ready with possibilities that a child can use 
as starting points of his learning if she does not understand home, out-of- 
school life on the street, the neighborhood? ‘This question continues to be 
raised by English teachers as they reexamine their rich environmental pro- 
vision and as they study how communication and interaction are fostered. 

Perhaps it could be said that the teacher, knowing very little of a 
child's background so different from her own, might proceed as though the 
uniqueness of it wasn't there, By missing this uniqueness, she might in- 
sufficiently mesh with a child’s view; she might insufficiently build on this 
view. Though the atmosphere of communication in an infant school was 
all-pervasive, the interaction might be limited to the life of the school and 
thus not include all the life of a child. 

The quality of interaction and communication with an immigrant 
child is particularly questioned by the Plowden Committee as part of its 
effort to increase educational services in the priority areas. Its Report 
stresses the need for the school’s close, warm, and supporting relationship 
with parents. Such a relationship may in turn help the parents understand 
and support a child’s educational experience. It is true that the open door 
exists in most infant schools and that the heads, as in nursery schools, are 
turned to as sources of social services. But parents who feel strange may 
not come through evenzn open door. The Plowden Report therefore urges 
active invitation, active encouragement of parent engagement with the 
school, and active school service to parents. It suggests many new ways in 
infant, and even in junior, schools, in which school-home relationships can 
be strengthened, Frequent slide recordings of children’s work are being used 
as aids to discussion with parents. Parents take charge of Saturday games 
and excursions. In some schools, a parent roster helps with some of the 
work of the school very much as in a cooperative, 

In the free and easy communication of the two years spent in the 
infant school, non-English-speaking immigrant children seemed to learn 
English. Nevertheless, there is great concern that language disability re- 
sults in misplacement of an undue number of West Indian children as 
ESN, and there is now special focus on English as a Second Language for 
brief periods of the day, using the extra teachers assigned to priority areas. 
In many of the schools I visited, teachers, asked if the West Indian or 
Jamaican children could read, were surprised. “Oh, they're very keen. It's 
the English children that are a bit dim." At most, teachers mentioned dif- 
ficulties in social adjustment, not learning. They referred to social habits 
and to problems that American teachers too have found in the adjustment 
of rural children to city life. If unaccepted by the teacher, these differences 
could of course limit her warm interaction with an immigrant child. 
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On the whole, the heads and teachers appeared to be sympathetically 
aware of strangeness, of disorientation, of loneliness, and of isolation due to 
difference. They tried to bridge the barriers with efforts ranging from a few 
words of greeting in the language of a child, to the use of interpreters 
(both children and parents), to invoking the helping atmosphere of the 
infant school to encourage children to help each other. Maps and globes, 
Stories and pictures, were used to help children tell about themselves and 
learn about each other. The usefulness of these various efforts was being 
constantly assessed. At one school, I saw a genuine relating to a child's back- 
ground, and there I also saw enormous self-pride in the children and 
much sharing with others of their background. The Morning Service at 
this school was occasionally led by a representative from a child's own 
religious group. Children in this school asked me, “Where do you come 
from?" and, dragging me over to the globe, offered to point out to me 
their place of origin. All over the walls words from one language were 
matched with words from another. Children offered to learn a word in 
one child's language in exchange for a word in theirs. They praised the 
head's pronunciation of her greeting to them in their language and re- 
Ciprocated proudly with an English reply. The very nature of informal 
education—its openness, its responsiveness, its allowing individuals to 
move at their own pace and to get involved in activities at many levels 
and many points of individual interest—made it possible to put forth 
these efforts, thus giving a child who found the setting strange time to re 
establish his orientation. 

Visitors in the classroom and in the school were encouraged to feel 
at ease in approaching the children. No interruption of class work was 
involved because no “class” work was going on. Visitors could talk to 
children, and children to visitors. In my case, the children approached 
me and asked for a word, or if they could read to me, or for help with 
buttoning, and so on. In a New Town school, I recall that they asked 
about America, about my trip, and about the differences in time between 
their country and mine. I remember a child at one Bristol school telling me 
breathlessly ‘that he knew something about America. When T asked what, 
he said, "Sports." And what sport did he know about America? Gambl- 
ing,” he said with great intensity. There followed a discussion about how 
gambling was fairly common in England as vell, at which point he re- 
covered himself and cited other sports, such as tennis. 

In another school, where I was the only adult at the lunch table, a 
discussion started because a five-year-old boy in this family-grouped school 
Said, "Can't you even eat your custard right?” A seven-year-old, explaining 
my use of one implement, added, “She can’t help it, she’s American. It’s 


very awkward." 
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Where schools lacked a responsive atmosphere there was an attitude 
of waiting for direction and a greater degree of functioning as a class, 
rather than as individuals. In such schools, there was a noticeably less fluid 
and alive atmosphere. No schools, however, enforced silence as a condition 
for work. Though it was a matter of degree, in none was there more than 
a few moments of the teacher talking at the children, requesting their quiet. 


A 


TEACHER PLANNING 


The planning of the teacher is as necessary a component of informal 
education as it is of formal education. Teacher planning in informal educa- 
tion, however, may be very different: “coverage” of any specific subject 
matier is not its purpose, nor is “effective” lesson planning. Though plans 
for informal learning may also be prepared outside the classroom, a child 
is so central to this kind of planning that he can almost be said to par- 
ticipate in it. 

Planning for informal education follows from the way a child ap- 
proaches the environment—cutting across subject areas as he pursues his 
own interests and searches for answers to his own questions. It is a plan- 
ning based on observation of this approach and of the level of development 
revealed in a child's solntion of problems and his use of materials, But it is 
important to note that a teacher cannot plan to support a child's level of 
comprehension without herself understanding the content of the area of 
his investigation. Indeed, she cannot even recognize a child's understanding 
without a solid base in her own. That teachers realized this crucial point 
was evident in their frequent use of Teachers Centres (described in chapter 
3), where they could refer to a wealth of resource materials from the 
Nuffield Projects and the Schools Council. 

Accepting the necessity of the teacher's understanding as obvious, the 
Froebelians underline that a child's response to what the teacher has 
projected largely determines her next steps in planning, and they consider 
this response tc be the touchstone of teaching effectiveness—even in 4 
teacher's formal presentations. They accept a teacher's presentation if 


(i) the main aim of the initial talk was to arouse children’s interest and 
to stimulate them into asking questions and freely discussing; (ii) they 
could then choose the enquiries that interested them most (within the 
broad set field) and leave off when their interest gave out; and (iii) the 
teacher's further talks were again intended not as instructional lessons: 


34 "Teachers Centres, originally sponsored by the Nuffield Project, are now run by 
the Schools Council, which was set up by the Department of Education an 
Science to initiate and evaluate experimentation in the schools. The Schools 
Council also carries on the Nuffield work in the schools. In 1967, the Nufficl 


Junior Science Project ended its sponsorship of school activities, though it C0" 
tinues to publish materials. 
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but rather as a means of pulling together what had in fact been achieved 
and of re-stimulating children's interest in going on? 


They contend that “nothing is educationally valid or satisfactory unless it 
evokes the right positive responses from children. The touchstone is 
whether it actually gets taken up by them and used to add to or enrich 
their growth." ?6 

My overall impression was of tremendous teacher involvement in 
planning a setting that would reach all the children and in planning dif- 
ferentially for each child. The immediacy, relevancy, and glowing quality 
of the school setting, even in old buildings, and the easy movement of 
children, their independence in getting supplies for their work, the quick 
picking up and reorganizing, the swift construction of mew workshop areas 
to meet the need of the moment—all required a high degree of planning 
on the teacher's part. 

In the early morning, before the school day began, or in the late 
afternoon after the children had gone, teachers were observed adding 
things to the environmental provision, because the children. were ready 
for those items or because this or that child would nced them for the 
next step; consequently, the relevancy of materials revealed the actual 
"unprescribed" and flexible curriculum. Proper preparation could be made 
only on the basis of prior analysis of each child's developmental level and 
interests; and the continuing adjustments in preparation to stimulate 
further development indicated a continuing analysis and planning. The 
teachers obviously were thinking about what was needed all the time, par- 
ticularly as it affected the progress of each child. ; } 

On one typical day, I noted that their planning considered such 
questions as: Were the children ready for a store? Would weighing be a 


part of it? Would cooking come into it? Would money add to the involve- 


ment? Could the children’s activity be related to some holiday or outside 
nterests and some 


event? Could they use a trip to spur a deepening of i 
needed growth? In their planning, the environment was shifted around for 
better use, for greater stimulation, or for more concentration and privacy. 
Additions of words, additions to chart material, additions of books for 
particular activities and interests—all were part of the daily planning. 


One head explained her planning as 


child-discovery . . . guided by the teacher. It's a talking together. . . . 
But the teacher has got to be ready . . . to be aware—all the time. . . . 
I didn't say that she doesn't have a plan . . . she has in mind what she 
will do tomorrow. . . - The different ideas evolve, then the teacher can 
get her work prepared. You can't just leave it to chance. . . . Very often 
the teacher will put exciting material down which will suggest something 


35 National Froebel Foundation, Children Learning, p. 140. 
36 Ibid., p. 141. 
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to the child. She might put some cardboard boxes and think, "That will 
give the children an idea. They might start making a train." Then she 
must be prepared to find that it's been turned into a robot.?* 


More. direct teaching in which the teacher works with a group of 
four to ten children is not excluded. 


If you find that children are having difficulty with one particular aspect, 
and ydu want to make quite sure to establish that, then you gather these 
children together. And you work away at that until you are sure that 
they understand. Then you send them back again to their play with this 
knowledge. . . . The teacher gathers the group together, and they have 
a long—no, not a long [talk], about twenty minutes—but at any rate they 
do have her entirely to themselves while they all work out, with the 
. scales, that the four ounces match with the quarter of a pound weight. 
They weigh different things. They really get that established. And then 
she sends them back again to make their cakes with that knowledge.?5 


Activity Cards 


Activity or work cards prepared by teachers were very widely used 
to foster independent work by children. Such cards indicated the teacher's 
estimation of possibilities as well as her planning for the general level, 
for the variation in levels, and for the interests of children. They might 
open up an area of investigation or pose a possibility for a child to con- 
sider in his own investigation. Formerly, these cards were often labeled 
"assignment" or “task” cards and tended to list short-run tasks and to sug 
gest practice in skill areas. Used in this way, they imposed on a child 
specific teacher-directed tasks, as in a lesson. But now the teal challenge 
to the teacher is to suggest extensions of a child’s interests. Such sugges- 
tions were not necessarily expressed in words; for example, a pattern offered 
by the teacher might stimulate exploration, or one child’s word displayed 
and discussed might suggest similar or variant trials, For that matter sug 
gestion could come from the addition of a new piece of apparatus, different 
in use from the-old, or from material presenting an anomaly, for example; 
two rocks similar in size but not in weight placed near the scale. Suggestion 
also could spring from a picture, or a book placed in the work area. ; 

Flexibility about ways of suggestion and ways of sustaining a child's 
concentration was evident in the best situations. In no case was it intended 
that work or activity cards take the place of the teacher's discussion with 
a child of his understanding of his investigation, of his questions. Thus, 
whether or not work or activity cards were used as the basic support for 


37 Cazden, Infant School, pp. 3-11. 
38 Ibid., p. 8. 
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ongoing work, the teacher was prepared with on-the-spot suggestions of 
extensions that could mesh with the particular point of progression possible 
for a child. Both the prepared work cards and the suggestions after dis- 
cussion indicated good planning based on solid thinking and a sizable 
amount of observation. Work cards were brought up to date frequently and 
adapted to particular children’s needs. Sometimes children added to the 


accumulation of work cards by making their own. 
e 


Beginning Points of Learning 


A basic aspect of teacher planning is provision for meeting the needs 
of cach individual's stage of development. What is implied in this is that 
beginning learning must be possible at any time. Whenever a child begins 
to learn, the teacher must be ready to mesh with his point of learning, en- 
courage him, and lead him further. 'The school calendar cannot be the 
organizer of school learning, ruling out of order any beginning that does 
not match the September school opening date. This in itself speaks 
against block classroom teaching, prescribed syllabus, and standard of 
progression; it speaks for the recognition of individual differences. Loch- 
head wrote in the late 1920s of individual work—of proceeding at one's 
own rate—as an accepted principle in English infant schools? At that 
time, according to her description, it was largely Montessori kind of work, 
but free choice and a child as active agent of his learning were, even then, 
key features of English infant education. 

Preparation of materials to meet the variations in children’s develop- 
ment is assumed and expected. Students in training colleges are con- 
stantly appraised on their ability to work on many levels and on their 
preparation of the environment. The Hadow and Plowden Reports both 
emphasize acceptance of variation of level and of beginning points of 


learning throughout the infant school years: 


rm standard to be reached by all children 


In none of this should a unifo t : i 
] has no business with uniform standards 


be expected. The infant schoo € 1 
ess is to see that children in the infant school 


of attainment. Its busin t [ 
mind at their natural rate. Neither faster nor 


stage grow in body and à i 
slower, and if it performs its business properly there will be as much 
there is of intellectual ability. The only um- 


variety of attainment as ctua [ 
ant school should aim is that every child at the 


formity at which the infa h 
acquired the power to attack new work 


end of the course should have 
and fecl a zest in doing so.*° 


39 Lochhead, Education of Young Children. 
40 Hadow, p. 146. 
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In effect, the acceptance of this principle of individual variations 
has steered English education away from block classroom teaching and 
fixed standards of progression toward arrangements that stress individual 
pace of growth. The same acceptance led to discarding “payment by re- 
sults” (see p. 162), and is now the basis for the trend to informal junior 
schools. English educators consider a prescribed syllabus and a required 
"standard" performance a straitjacket for teaching and a denial of the 
facts of development in children, resulting in much failure for teachers as 
well as children. 

Though this acceptance of variation of levels seemed almost universal in 
my sample,** such acceptance was often colored by fears of the difficulty of 
transition to the more standardized junior school with its different method 
and philosophy. Preparation for the junior school tended to interfere with 
opportunities for general beginning learning, though at the same time, such 
preparation operated to support beginning learning points in reading. This 
was the head's responsible reaction to the necessity for helping children 
meet the junior school standard and thus case their transition. 

But, commitment to continuity, in defense of the facts of child de- 
velopment and of the implementation of learning in this way, is pushing 
toward an extended infant school and toward a junior school that will be 
in continuity with the informal approach of the infant school. As the 
junior school changes,«the full acceptance of variation of levels will be 
casier. 

The possibilities for beginning learning were different with different 
organizations of the schools. With two exceptions, all the infant schools 
with nursery classes featured such possibilities throughout. In family- 
grouped schools where beginning learning was most usually possible, chil- 
dren were often pointed out who were just getting started at age 7 at 
"working well." Points of beginning learning could be found more readily 
in the groups of the 5s and 6s; "getting on" might be the fecling in the 7s, 
with an eye on the junior school. At all points, the teacher was definitely 
prepared for beginning reading. 

As already noted, all informal infant school organization is in effect 
an unstandardized sequence with no retardation at any point, in which 


there is no teaching in a block classroom way according to a prescribed 
standard. 


41 Only 4 of all schools studied —and these were largely JMI schools—could be 
said to have an incomplete acceptance of this. In one Bristol school the reason for 
this seemed linked with the ambitions of professional parents; in the other schools, 
the reason was linked with the usc of one-directional progression. The one and 
only infant school (in Birmingham), with incomplete acceptance of variation of 


level, was well equipped, but characterized by great direction and one-way 
progression. 
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Teacher Direction or Implementation 


If the teacher's commitment was to informal education, what was her 
role? Toward what purposes did the teacher direct her activity, her plan- 
ning? What was the relationship of teacher activity to the organizational 
arrangements and other aspects of functioning informal education? 

These questions on the teachers role are well answered by the 


Froebelians: 


emphasis on children’s own free choices and initia- 
underlining how far this is from implying 
that the teacher just stands by. The hypothesis under test does not sug- 
gest that if only they are left alone, children will educate themselves. On 
the contrary, on this hypothesis the teacher actually has a more active 
directing part to play than on any planned instructional programme 
through which pupils are processed in an almost routine way. But the 
part to be played is of course a very different kind. It is based où not 
imposing anything on children, but on so closely co-operating with their 
native interests and drives that whatever they are led to do is felt as 
something that comes out of themselves. The teacher provides starting 
experiences which produce that result; invites questions and discussion; 
raises questions of his own; puts out suggestions; indicates possible lines 
of activity; introduces provocative new stimuli; makes thought-arousing 
comments, etc. Some of these ‘take’, others do not; those that do, get 
adopted and what then follows is the child's own responsc.*? 


In view of the .. . 
tives, it may perhaps be worth 


The teachers role in informal education could be summed up as 
implementing and opening up 4 child's purposes. Where she thought her 
role was to direct the children's learning, then informal education in the 
School was incompletely conceived and certainly incompletely realized. 
Implementation of a child's purpose could not be kept in reserve until the 
timetabled activity periods, with a teacher imposing her purposes at all 
other points. It was not, for instance, a conception that differentiated be- 
tween her role in play and routines. The whole of a teacher's relationship 
to a child reflected her conception of the learning process. It was an evolv- 
ing conception—both in arrangements of timetable and in what a teacher 
did; and, in the infant schools, no separation could be properly made be- 
tween the purposes permeating the general atmosphere and the purposes of 
periods led by a teacher. The factor of respect for a child’s own question 
and a child’s own purpose, as serious forces in learning, was added in the 
infant school in a conscious and pervasive way—when it was added. An 
activity period could be separated from skills, but it would seem that 


42 National Froebel Foundation, Children Learning, pp. 141, 142. 
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no inconsistency about the purposes of the teacher-child relationship could 
exist in an infant school called “informal.” Thus, in informal schools, im- 
plementation of a child's purposes permeated any teachinglearning of 
skills. . 

But even those teachers consciously seeking this goal might have dif- 
ficulty in moving toward it. The difficulties of implementation are rec- 
ognized, and some advice is given in the Nuffield Teacher's Guides and in 
Froebel Institute publications. Since it is assumed that most infant teachers 
now accept informality easily, it is junior teachers, who for the most part 
are “changing over’ from formal to informal, to whom the advice is 
directed. The new studies are still “hammering out” the meaning of im- 
plementation; thus one can expect to find a varied practice. 

, More than any other single factor, implementation was a function of 
the atmosphere of the school, and the atmosphere, as already noted, 
emanated from the headmistress. When implementation correlated incon- 
sistently with arrangements that were clearly intended to further informal 
education, very often the reason was that such arrangements were being 
imitated in a superficial, outward way. Implementation implied a high 
degree of understanding. Heads varied in their grasp of the idea of informal 
education, but within the extent of their understanding, they created the 
climate and setting that supported a teacher's implementation of a child's 
purposes. c 

In this context, it seemed to me implementation was not attributa- 
ble to the presence of genius in the teacher. A teacher, however inex- 
perienced, working where a headmistress had created an atmosphere of 
implementation, could function and continue to grow professionally. Per- 
haps it is in our isolated and encapsulated classrooms that only genius can 
succeed. In the English informal school, teachers not especially different 
from their American counterparts could function successfully. 

My observations of the schools added up to a continuum—formal 
(entirely direction and imposition), formal with informal elements, and 
informal with formal elements.** 

Only in tlie cases where the sequencing and one-way directional pat- 
tern of progression was very strong, could the word "direction" characterize 
the teacher's role in the school. But even where this pattern existed, it was 
not consistently carried out in every particular. Some schools with great 


13 Fifteen schools had a preponderance of informal with formal elements; 15 
seemed to be formal with informal elements; and none was completely formal. 
Of all the schools visited, 13 had a preponderance of implementation; 7 had a 
moderate amount of implementation; 10 had great direction. No school was 
completely directive. In any activity period, even one unrelated to skills, there was 
a free choice. 
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direction had attempted—and some had actually achieved—arrangements 
for informal education; still others, which had rich environment, family 
grouping, etc., plus great direction, were what may be termed "confused" 
in atmosphere. In one case a change in headmistress had resulted in taking 
over the outward arrangements for informal education without ‘belief in it. 
These variations in the schools led me to the conclusion that where great 
direction is the case and where other arrangements for rich environment are 
very good, what emerges is an enriched, formal, rather than ån informal, 


school. 


Implementation seems closely linked with in-and-outness, communal 


life, the undifferentiated day, and family grouping, but it does not always 
follow from these. While a school characterized by implementation might 
not have family grouping, it would inevitably have an activity period re- 
lated to skills, in-and-outness, and rich provision of environment. But a 
school could allow movement, have in-and-outness, family grouping, the 
undifferentiated day, and communal life, and still not be implementative of 
a child's purposes and interests; it could still be directive of children's 
choices. Such a school could even keep the children moving, in a pre- 


planned, carousel-like rotation. 
Some degree of direction i 

of movement toward the concept of 

adult has the role of correcting a 


possibilities, of suggesting new variants 
own wider experience, of transmitting in this way the culture and the 


language. Thus, a school called informal had to have a blend of some 
direction and a great deal of implementation of a child's purposes. Its aim 
remains the greatest possible degree of implementation. 


s implied in all learning. There are degrees 
informal education and, in all cases, the 
child's misconcéptions, of offering new 
for trial, of sharing, as it fits, his 


Records 


The teacher's intelligent observation of a child at work is essential 
if she is to ascertain the level of his understanding and the process by 
which he arrived at this understanding, his style of work, and his interests. 
“Jottings,” anecdotal records, notes on possible starting points and on 
possible difficulties, were therefore considered the most important record- 


ings. 


Records on attainment, if these were unrelated to information on 


style of work and interests, were considered thin. It was expected that 
teachers keep such records of the progression of a child's work—the work 


cards he had attempted and his success, his progress in reading. But it was 
considered more to the point to keep a separate account for each child of 
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the progress of all the work he had undertaken in which the motive force 
was his own strong interest. These accounts might cut across subject areas 
and thus might focus on the process of a child's thinking. It was considered 
important to watch for and foster a child's growing ability to initiate, to 
sustain, to tell about, and to make judgments about his work. Children 
were encouraged to keep records of their own, of where they were in their 
work and of what they had attempted; work itself—the books they made, 
the paintings, the charts—provided the clearest records. Folders of dated ex- 
amples of such work indicated growth and progression and could be shared 
with parents. . 

In all schools I saw teachers keeping such records of where a child 
was with his reading, his number understanding, his writing. The Hadow 
Report had stressed the necessity of records in any system of individual 
work. Testing for reading level, one of the duties of the head, seemed very 
prevalent at age 7. 

Schools with strong implementation, with undifferentiated day or at 
least activity period related to skills, and with Simultaneous use as a 


each child on completion of infant sc 
complete individual records amounted to a folder containing a sample of 
a child's work in each area of work at a particular chosen time, as for 
example, within one week, or it might be a folder of all children’s work at 
a particular time in order to show one child’s work in comparison with the 
class. This was then put together, in accordion-pleated Style, so that one 
could see the work of a child at a particular t 
child, and/or a class comparison. 

In a number of schools I saw teachers’ notebooks and plans, and 
heads’ notebooks of anecdotal records—the jottings of brief observations 
of a child's reaction to a situation or to particular aspects of environment 
that indicated his interest and pointed to possible sparking-off points which 
the teacher would then use to build on. 


Gardner describes variation in recordkeeping. A teacher 


hool. In Bristol and elsewhere, the 


ime, the progression for a 


1. Keeps many records including (a) a weekly report of the main de- 
velopments in the free choice period together with a forecast of ex- 
pected developments, (b) an individual record of each child's back- 
ground, personality, special interests and attainments, and (c) notes 


of each child's present achievements in the basic skills especially read- 
ing and number. 


2. Keeps records together with plan or ‘forecast’ of free choice periods 
together with records of achievements in the basic skills. 
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3. Keeps only individual records on each child which include background, 
personality, interests and attainments in reading, arithmetic, etc.i 


All the teachers in the Gardner sample kept at least the minimal records of 
attainment. 4 


Some of the Head teachers stressed the importance of such records and 
planning, which range from the rough “diary” kept ready to hand in the 
classroom in which the teacher jots down observations and developments 
as they occur or at the first convenient moment afterwards, to a regular 
review of what has happened during the past weck. In both cases these 
records contain suggestions for a follow up of various activities and re- 
minders of material and equipment needed to further a child's purposes. 
Head teachers too sometimes glance through these records and are able, 
as a result, to offer helpful suggestions. One Head teacher commented on 
the danger of teachers in their enthusiasm spending too much timé on 
recording at great length, but another described such work as “Time well 
spent in trying to evaluate the experience the children are getting, if one 
wants to maintain a sense of direction and ensure progress in the very 
‘free’ situation." She added that under normal conditions it should not 
take a teacher more than an hour a week to keep the kind of records 
she asked for in this connection, though the individual records passed in 
at the end of cach term were more time absorbing. She said that the better 
teachers often undertook, for their own satisfaction, more than the mini- 
mum asked for. She said the accepting of a weckly record can, in different 
ways, help many teachers, “reassuring the nórvous, encouraging the 
stronger and in some measure keeping the potentially casual nearer to 


the mark." 45 


Nuffield Junior Math and Junior Science publications discuss record- 
keeping at length and suggest many varieties. Visual records—slides—are 
now often added to other forms of recording and much thought has been 
given to sharing such records with parents. A child's keeping track of his 
Own progress and his recording of his work in a variety of ways are de- 
Scribed. It is pointed out that experience can be presented and therefore 
recorded in all the multiple ways available in the infant school. A child 
can reveal his understanding through telling about it, writing about it, 
graphing it, and also through his use of plastic media, movement, and 


acting. 


Tests 
There is both interest in and wariness about testing for the diagnostic 
Purposes that would assist in achieving a more accurate mesh with an in- 


44 Gardner and Cass, Role of Teacher, p. 146. 
45 Ibid., p. 147. 
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dividual child's level of development. The wariness results from a fear of 
overuse of and overdependence on such tests and from an awareness of 
their limitations. Thus, there is relatively little testing for this purpose of 
better match between teacher planning and individual need. There 1s 
even less use of any programmed individualization based on diagnostic 
testing. The hesitancy about diagnostic testing is reinforced by the English 
view that such testing is very often used for purposes of tracking or ability 
grouping. Ability grouping—or streaming, as it is called—is disappearing 
from the junior school as that education level establishes continuity with 
intant methods, and with its disappearance there may be less wariness 
about diagnostic testing. Testing children for achievement of a fixed 
standard is not the general practice in infant schools. Grade placement is 
not dependent on such tests. 

" Research is underway on the use of programmed learning for attain- 
ing a better match with a child’s point of progression and for help with 
specific disabilities, but it is generally felt that children’s learning is too 
complicated for a machine-teaching approach. Certainly a child’s own 
purposes and his individual pattern of learning cannot be implemented by 
a program of individualized instruction that recognizes individual dif- 
ference only in pace of learning and in which “each pupil is free to go 
more or less rapidly exactly where he is told to go.” !* Programmed 
Sequences are recognized as a possible aid in relieving the teachers of 


routine tasks and in helping answer a child’s specific questions or need for 
specific practice. 


SCHOOL ENVIRONMENT AND CURRICULUM 
MATERIALS 


Ideally English educators considered free access to materials an es- 
sential element in the support of a child’s individual pattern of learning, 
which is the essence of informal education. They therefore believed that 
materials and equipment should be placed throughout the school. The 
amount and variety tended to be full and rich in all schools, far more $0 
than is customary for this age group in American schools. All English 
teachers aimed for this profusion of materials; they maintained that a high 
level of supply was needed to sustain stimulation and that having just on¢ 
or two interesting items was insufficient. The following categories O 
materials were the minimal standard in the infant schools: 


46 Anthony Oettinger and Sema Marks, “ 


Educational Technology: New Myths 
and Old Realities,” Harvard Educational Ri 


eview, Vol. 38, No. 4, Fall 1968. 


volves greater skills. 
different spatial areas to 
balance. A great varicty 
kinds of balancing boards, a 
Every school had a trolley, 
or inside, stocked with these extra things. I 
balance, a commando kind of agility, was encou 


Library 

Book Corners 
Esthetic Corners 
Musical Instruments 
Wendy Housc 
Dress-up Items 
Sewing Materials 
Puppetry 

Acting Platforms 
Cooking Materials 
Clay 

Sand 

Paint 

Art Materials 
Printing Materials 


The natural materials—clay, 
every single room in many schools. 
The agility apparatus, utilize 
that are located outdoors in most nursery school 
The children used it in in 
go through and trying out 
of other material—ropes, balls, 
nd tall boxes for jumping—was a 
like a shopping cart, ready 
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Workbench and Materials 

Junk Materials 

Blocks (Bricks) 

Manipulative and Construction Toys 

Math, Concrete and Structural; Number, 
Weighing, Measuring, Exploration of Time 
and Money ** 

Science: Nature and Interest Tables and Other 
Materials (Pendulums, Pulleys, Thermome- 
ters, ctc.) #8 

Water and Equipment " 

Animals ` 

P.E.: Agility Equipment, Balls, Hoops, Ropes, 
Tires, Sticks 


e 


sand, and water—were to be found in 


d in P.E. which resembles the climbers 
s, is more complex and in- 
dividual ways—finding 
different kinds of 
tires, sticks, all 
lso in evidence. 
to be used outside 
ndividual grace and skill and 
raged. Inventiveness seemed 
viously individual rather than on a 


prized. The emphasis in P.E. was ob 
mass kind of conformity, even though 
a class working together. (Movement, w. 
discussed on pp. 84, 85.) 
Painting supplies were of 


addition to the usual very full provisi c 
organizing of his experience in representation and image was considered 


essential to the development of his understanding, and children were given 
every opportunity to do this on their own level. In painting, a child in- 
tegrated his experiences and it was considered that variety and richness of 
experience in other areas fed the variety and richness of representation and 
image. Thus poetry, stories, trips, science, even math, could feed the de- 


P.E. was usually conducted with 
hich takes the place of P.E., is 


ten available in the big hall or corridor in 
on in the classrooms. A child's 


47 Detailed lists may be found in the Nuffield Junior Math publications; in Eileen 
M. Churchill’s Counting and Measuring; and in the Leicestershire materials pub- 
lished by Education Development Center, Newton, Mass. 

48 Detailed lists may be found in Nuffield Junior Science Teachers Guides 1 © 2, 


Apparatus, and Junior Science Resource Book. 
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velopment of image. Most of the schools offered a variety of art materials, 
including supplies for printing, weaving, and so forth. 

'The workbench was sometimes situated in a classroom, but the hall 
or corridor or outdoor bay was usually its place, thus making it accessible 
for several classes. A stove for cooking might also be located^in the hall 
for general usc. 

For the school as a whole there almost always was a special area— 
perhaps a corner in the hall—with easy chairs and books, andeon its walls 
were exhibits of some poems written large, well-mounted children's paint- 
ings, or reproductions on loan.? This arca might also be an esthetically 
pleasing corner, full of a lovely display of glass, or fabric, or sculpture, 
or pebbles, shells, and leaves. The arrangement of this display was often 
Worked out by a group of children and often changed. A very attractive 
room frequently served for a regular library, and if the school had more 
than one corridor, distinct book areas could be found in the corridors all 
over the school. Book areas also existed in every classroom. 

Additional standard equipment included the large sem 
low blocks. Several of these blocks put together by childr 
turned into an acting platform or an acting area (described on pp. 82- 
84). Costumes and drapes of material suitable for role playing could be 
found all over and were left to children's ingenuity for use; sometimes a 
couple of drapes would be sewn together with a few rough stitches for a 


more ambitious costume. ) hd 
The role playing in these acting areas was considered a very sophisti- 


cated form of communication, not displacing the role playing in the Wendy 
House (housekeeping corner) of the classrooms, but often adding more 
complexity, since children from different classes came together and bits 
of experience from many different areas were integrated. (Sce pp. 82, 84 
for analysis of role playing.) . ke 

One school might offer more encouragement of musical experiences 
than another, but the provision of a variety of musical instruments for 
the children's use and free access to these existed in every school, in every 
Classroom. Music of many different kinds and on many different levels was 
Sometimes initiated by a teacher: sometimes it was a quiet individual pur- 
suit. Some schools might have amazingly interesting and truly fine-toned 
instruments *—tuned bells, xylophones of different kinds, marimbas, 
drums for the children to handle and to make music of their own. Chime- 
bars were fairly standard; they were extremely good in tone, bt 
usually a hollow tube on a wooden bar, each mounted separately. Children 


i-cireuldr hol- 
en could be 


49 The Art School Service Committee. offers Luce good Ap from 
ich chi -e selections for their changing displays. 

which children and teachers can make selec! t i . 

< Metimäs and instruments developed by Karl Orff are seen in many infant 


schools. 
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could work out tunes using a few at a time. Many schools had recorders 
available, at least for the seven-vear-olds. (See pp. 84-85 for further descrip- 
tion of musical experiences.) 

The supply of blocks, which was sometimes very small in the nursery 
school, wá: quite large in the infant school. Thus, very often children of 
this age in England had far more opportunities for block building than did 
children of nursery age. 

Certain materials were used more often in the classroom than in the 
hall. In a corner of the classroom there were usually some materials for 
sewing or for knitting—lengths of fabrics, thread, large needles, wool 
yarn. Every room had its Wendy House, a housckeeping corner that en- 
couraged a wide range of play. Dress-up clothes were located nearby. Quite 
often there was a store, or the Wendy House could very easily be con- 
verted to one. The store was frequently moved to the hall so that children 
could solicit trade from a larger group; sometimes the sale was of good things 
cooked by another group. Such sales, with transactions in real money, Te- 
quired signs and occasionally even the printing of a flyer announcing what 
was for sale. 

Equipment always included "junk materials," by which was meant all 
sorts of discards from food packaging of all shapes and sizes. These were 
then put together extremely inventively, and as individual "assemblages" 
they were highly prized.for the judgment and estimation of shape, size, and 
material needed in covering them and for the ingenuity of the whole 
process. 

The use of manipulative toys was particularly interesting. In the 
nursery school, so-called baby toys, such as color cones, were used with 
an emphasis on hand manipulation, concentration, the puzzle aspects, and 
general enjoyment. In the infant school the same manipulative toys were 
used in the concrete math corner. Thus, the old Russian toy doll (with 
its seemingly infinite insides), or the color cone, or the nesting boxes 
were utilized to illuminate the concepts of seriation, order, and larger/ 
smaller. This idea of using materials encountered earlier in new ways, an 
of letting a chitd return to these and discover new uses for them, seemed 
to be an important one in the provision of material, 


MATHEMATICS 


My observations of the children’s delight and excitement as they 
worked at what the English call “maths” led me to understand how in 
formal education could work to enhance skills and how well integrated with 
the other activities skills teaching could be. 


The junk materials, the manipulative toys, the blocks, and the many 
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construction toys (connector rods, tinker-toys, Lego) were all considered 
mathematics materials. In addition, every room contained a variety of 
materials that were used even more specifically for investigation of mathe- 
matical concepts: number trays for the collecting, sorting, and counting of 
bottle caps, screws, pins, buttons, shells, conkers, nails, sticks and more; 
equipment for weighing, such as a variety of scales and good weights; 
equipment for measuring, which included not only rulers but a yard wheel, 
one-foot surveyor link chains, and knotted string. e 

The amount of concrete materials close at hand through which num- 
ber concepts could be gained was impressive. One New Town school, in 
addition to the supply of concrete math material in each classroom, hada 
Special resource room saturated with such material where children could 
carry their explorations further. But children in every infant school ex- 


plored number with an alive interest—weighing, measuring, exploring 


space and liquid measure—and not just memorizing equivalences. Struc- 
tural aids (Cuisenaire, Unifix, Stern, Dienes, etc.) were used to clarify and 
nd through firsthand 


emphasize what a child had already begun to understa 
experience in ordinary life situations. The possibilities for mathematical 
exploration in a child’s use of the ordinary materials of the environment 
were always stressed, and structural aids were employed as only one aspect 


of number work in English schools. 
, English infant schools have seriously absorbed Piagets work on 
children’s conception of number, with the result that overall school 


materials are enriched with relevance to supporting this development. 
Occasionally one could feel that the introduction of concrete math was 


simply an “extra” and that the underlying intent of covering the “four 
ant syllabus did exist. Sometimes it 


rules" remained, as though an infa 
seemed that Piaget's fundamental modification—of going as slowly as 
needed for a child’s developing understanding—had not really occurred, 
but this was rare. 

Basic material through whic 


mained available all through infant sc 1 
acterized by what I have termed “one-directional progression” (see p. 76). 


Grouping, ordering, patterning of the concrete objects in the number trays, 
making comparisons, finding equivalences were all experiences in the daily 
life of children in the infant school. Children counted the number of 
everything—of trucks, of chairs, of shoes, of children, of buttons on cloth. 
Everything was fodder for counting. Children marked the register and 
counted traffic. Using real money, they collected milk money, lunch money, 
ran a snack or sweet shop, and sold services for animals, Thus, number was 
one of the discoveries flowing naturally from the many encounters with 


the school environment. 
Time impinges on 


h number concepts could be gained re- 
hool, except for some schools char- 


a child in every way and so there was lots of 
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interest in clocks and their history, in shadows and in the apparent move- 
ment of the sun, in timing for turns, in noting the time of BBC-I'V pro- 
grams. . mE 

All sorts of experiences might lead to discoveries on ordination and 
sequence: Sxeps, house numbers for mail delivery, the sequence of before 
and after in enacting a story, play with a “baby” manipulative toy like the 
stacking Russian doll. There were signs announcing “the fifth house, 
“the second flower is red.” A boy had painted a picture of a row of trees: 
under it was written his story, “The second one is very tall, the fifth one has 
apples on it.” A sign under another picture showed: “Pat lives at No. i al 
Anne lives six houses on.” Young children were making simple groupings 
and comparisons. A little girl made a book of “lots of things.” One sign 
read: “This house is bigger than . . .” Signs compared the number of 
children with sweaters with the number without. 

Variety, the chance to “see” and explore and experience in many 
ways, characterized daily living at infant school, as for example in the 


activity of measuring of perimeters, arcas, things made at the workbench, 
length of playground with: 


Hands Foot-tile Squares 

Feet Tape 

Inch Cubes " Foot-link Surveyor Chains 
String Yard Wheels 


One-inch Squared Paper 


If you had measured the span of your hands, you might want to 
measure how much string it took to go around the outside edge of your 
hand, even in and out of the fingers. You might then want to measure the 
height of the room. And so, in a different way, if you had measured à 
thing with one-inch unifix cubes, you might then use a string knotted at 
ten-inch intervals, and then remeasure with ten unifix cubes locked. You 
might measure a large distance, pacing it with footsteps and then using 2 
yard wheel that clicked off yards as it went, even clear across the play- 
ground. A bed being built for the housekeeping corner involved measuring 
everyone to find an average and proper length. Children asked the ques- 
tion, “Is height the same standing up as lying down?” and then checked 
their observations on many willing volunteers. 

Every infant class had scales and balances in much use. Scales were 
needed for cooking, for comparing the weight of one kind of material with 
another, for following the increase of one’s weight and comparing it wit 
that of other children, even for finding who wore the heaviest shoes. Rocks 
of various shapes were weighed and compared, and dry sand compared with 
wet sand. Guinea pigs were weighed before and after feeding as well 25 
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weekly. Eggs from new hens were compared in numbers and in weight with 
those from old hens. When, by way of saying goodbye at the school where 
Infants School was filmed, I was trying to figure out how many “Smarties” 
(our M&M candies) I would need to buy to give each of the children four, 
I was quickly told, “Why you'd weigh up an ounce, Miss,” and ‘then almost 
as quickly told how much to order for the 280 children. 

Constant comparison fed the ability to judge, to estimate. Com- 
parisons were then charted, so all could see: the number éf girls with 
blue eyes against those with brown, the number of birthdays in March, as 
against the other months, etc. The visitor to an infant school was often 
met with such questions as, “Miss, can I weigh your shoe?”; “Miss, will 
you stand up here so we can add you to our chart?”; “Miss, do you know 
how much string it takes to go around, and then in and out of your fingers?" 
Children first talked about their work, and then they painted or drew 
pictures, wrote, charted, or graphed. The charts, many of them pictorial 
representations, were on the walls in all the infant schools I visited. , 

Exploration of shape was part of working with the junk materials. 
Similar shapes were found in the living snake, shells, the inside of clocks, 
the mattress coil found on a junk heap. Shape was discovered in molding 
materials three-dimensionally—paper, clay, junk materials, block build- 
ing, wood work. Children began to realize that the inherent qualities of 
materials set limitations on shape, and thoughtfub selection was necessary 
if a specific shape was being sought. Shape was explored in every way—1in 
Movement, in dance and P.E., in the shaping of space itself. It was dis- 
covered in moving acting platforms and in making patterns with styrofoam 
Pieces, tile squares, and surveyor link chains. Spaces were noticed from 
different viewpoints—the inner spaces, the closed spaces of boxes and con- 
tainers, the “insides” as well as the "arounds" or outer edges. These were 
noted not only as volumes, arcas, or perimeters but as problems in estima- 
tion and comparison. There were all sorts of investigation of relationships— 
Space, shape, size. Children figured out areas on squared paper. How many 
rice grains on a spoon? How many in a one-inch square? In comparison, 
how many kidney beans on that spoon? How "much" is 100 grains of 
rice? What does it look like piled high, or on squared paper? What does 
it weigh and how did all this compare with marbles? 

Ways of printing pursued further this explorat dox: 
Space and pattern—even into repetition, symmetry, and reversed pattern. 
Pattern—in shell, in leaf, in bark, on fabric—was noticed. A fabric we 
tern, a rug pattern from a different country Or from a different n 
Was sometimes the exhibit in the esthetic arrangement. Sewing—on checke 
gingham, burlap, monk’s cloth, even on pegboard—called for d 
Counting, spacing, and combinations of stitches. E sj tmn 
Was also part of the experience of cutting out and then sewr g 


ion of inner or outer 
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clothes. Knitting with its rows, its knit one, purl one, and weaving for 
older children enhanced the analysis of mathematical patterns. Pattern 
was also discovered in painting, in drawing, and in writing. Children’s 
written work often noted patterns: “I have made a pattern with curves, 
“with half-circles,” “with Vs,” “with Ws,” “with acute angles,” “my knit- 
ting is in 1s and then 2s.” 

Eileen Churchill’s list of desired equipment for the development of 
mathematical concepts includes all the items already given as standard 
for infant schools but adds many interesting items not ordinarily conceived 
as mathematical. Thus, for painting she suggests "brushes of various 
thicknesses, thick and thin pencils, paper of various colours and shapes." 9! 
For weighing she suggests 


bags of silver sand or grit weighing 1 oz., 2 oz.,. . . . Boxes of different 
sizes filled with a variety of substances, e.g., lead shot, sand, flour, cotton, 


wool—made up so that the children may discover that weight is not 
‘correlated with size.52 


Also on her list are: mirrors, lens, locks, springs, sprayers, timers, pulleys, 
and pendulums, in a variety of sizes, shapes, functions. That she places 
enormous value on rich, concrete experiences integrated with the whole of 
a child's living is clear from the following quotation from her chapter on 


the exploration of space, of places to go to, and things to look at with 
parents and teachers: 


In and from the Sky: cloud shapes, sunshine effects, rainbows, eclipses, 
moon shapes, star patterns, snow falling and lying, snow crystals, ice, 
frost and rain. How things look in foggy weather. "Thunder and lightning. 
What the wind does to trees, clouds, weather vanes, kites, balloons, and 
people's hair. Aeroplanes, helicopters, jets, parachutes 53 


nings, Mathematics Begins, I Do and I Understand Shape and Size, 
Pictorial Represent 


tions of actual work using this approach 5: 


SCIENCE 


The "science" 


in the environment could not be summed up or d& 
Scribed by listing th 


€ many specific science materials, It was based on 4 


51 Churchill, Counting and Measuring, p. 126. 
52 Ibid., p. 127. 


53 Ibid., p. 200. 
54 Nuffield Junior Math Project. 
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conception of a child asking questions of the world. These questions were 
presumed to be proper subjects of investigation. In this view, science as a 
Subject did not exist separately, and the method of "teaching" was re- 
lated to the way in which a child asked the questions, the process by which 
he gained understanding of the world. Everything a child did’ was based 
on concrete observation and led to further concrete observation. It was 
a child’s kind of observation that was talked about, with no necessary im- 


plication of adult “note-taking.” e 


Observing will mean doing every imaginable thing in a situation and 
then judging the response through all the appropriate senses . . . prac- 
tical problem-solving is essentially a scientific way of working, so that 
the task in school is not one of teaching science to children, but rather 
of utilizing the children’s own scientific way of working as a petent 


educational tool.5 (Italics in original) 


The teacher, tuned to be sensitive to children, was urged to be par- 


ticularly alert to what puzzles them. Only a teacher who had participated 
in discovery experiences herself and had thought her way through the 
many potential questions could be attuned helpfully to a child’s own ques- 
tions. Workshops giving teachers a chance to have such discovery expen- 
ences were the chief feature of the Nuffield Institutes. This method of 
inquiry, a scientific-process approach to all learnirg regardless of its con- 
tent, was clearly seen as “a particular way of working to be employed at 
any time if it will lead to greater understanding.” 59 . 
The whole school was treated as a source of inquiry and investigation, 
relationships as well as things. A child’s sorting of materials in the school, 
his help with arranging and with planning, his use of the whole school 
and its spaces and relationships—all were considered discovery. 
More obvious than the question of method was the integration of 
“science” with other subject areas of curriculum. Much of the investiga- 
tion of number can relate to “science” observations and can properly be 


called science investigation in the sense of asking questions of the environ- 

ment. Thus, children who were cooking had experiences 6f measurement 
2 . . . 

fascinated with the discovery of change 


and weight but also might become 
and relate change to temperature as the final cooked product emerged 
te ingredients. Estimating the weight 


different from the uncooked separate i r : 
and the weighing of the ingredients might begin speculation on concepts o 


mass, When the children measured their playground with trundle wheel 
and then with string which could even become a ball of string, they dealt 
with number, but they also might speculate on space that was coiled and 


58 Nuffield Junior Science Teacher's Guide 1, pp. 21, 22. 


56 Ibid., p. 43. 
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space that was stretched out. Estimation, comparison, equivalence, WE 
ference—the various ways of measuring, of weighing, of perceiving ao 
and size and space and pattern—were clearly all part of the thinking tha 
was beginning to be scientific as well as mathematical. . - 
Further, just as investigation of number was integrated with a 
aspects of curriculum, so in a “science” inquiry, language and paine, 
even acting and movement—which could in their own right be subjects 9 
such inquirj—might be ways for children to share their investigation in 
other areas or "tell about it." The Nuffield Junior Science Project material 
makes very clear this integration of environmental investigation with all 
aspects of a child's life. But integration was sometimes even more than 
what tended towards specifically mathematical or science thinking or 
towards use of all expressive media to "tell about it." Consider how change, 
observed in the course of an inquiry, often extended this inquiry to 
"changes." Some child might be interested in “how it was," of "how people 
used to do it,” in other words, in the uses and history of the thing about 
which he was asking. One result of a child's question might be his search 


for the "history" among the many little resource or information books in 
the infant school library. 


Just as an investigation might lead to 
the investigation of the social surroundings 
physical surroundings. 'Ehe external world 
was social and cultural as well as phy 
the playground, the walk to school, 
toads, in traffic, in buildin 
where their relatiy 
tion—to work we 


, 


“history,” 


estigation as truly in- 
earch for understanding, the Nuffield 
d Piagetian awareness 
d for mathematics. It expressed what I had observed: that 
of "finding out" from 
orld around. In contrast with the overspecific definition of 
schools, it had seemed to me that the 
0 goals for “specific,” “essential,” an 

gs-™® The same lack of “essential” or "sequen" 
tized English social studies. But this analysis 
would ignore the actual learning, of children inquiring about things a" 

people in the infant school’s very rich environment. The prepared but "un 
prescribed" environment was the "hidden" curriculum built on the various 


57 Nuffield Junior Science, Teacher's Guides, 1 & 2, 
58 Lillian Weber, 


“Impressions of Infant School Science,” The Teacher, Londo”: 
January 13, 1967. 
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possibilities that could be expected from an analysis of children's develop- 
ment and interests. The learnings that concern us for children of infant 
school age—the family, the neighborhood, the work around us—were part 
of the living, the discussion, the storytelling, the books read, the painting, 
the acting, the movement, the role playing in Wendy House. Nevertheless, 
the things we call “science” for children of this age were also made avail- 
able in such specific terms as exploration of the properties of all materials 
used, whether paint or clay or sand or wood, a nature table, animals, a 
weather station, water, cooking, junk materials, pendulums, balances, and 
the wealth of material already described for math. 

The weather station, to cite an example observed in a Bristol school, 
often led to a much wider inquiry than we would consider likely for 
children that age, such as questions about wind, shadows, and the effects 
on different materials of changes in moisture and temperature. Such in- 
quiry might include seaweed or other items a child had brought in as 
Samples of the different reactions. Since there was no fixed amount of 
Science material in infant schools, the nature table ina particular infant 
School might be less than the lovely esthetically pleasing one of the nursery 
School. It might be somewhat dusty, less or more a piece of the decor X 
not exactly a reflection of the active interest in cm Se m 
growth; it might have given way to a discovery Or a find, a junk or uid s 
table. It might feature the self-conscious "science of an we ae a 
Mirrors and a question on reflection or repetition, a arpay ofa = s aH 
in water and a question on this, and an assignment card on sink an 


and on magnets. . 
Com ared with nursery schools, infant schools might not so ca be 
stocked with animals. On the other hand, a greater variety na = 
perience was sometimes available in infant schools, TEREA is a s ee 
i i i stick —— 
Where all sorts of animals—guinca pigs, tortoises, an ; live 
i i ildren were busy in aviaries 
all about the school. In a number of schools child J 
ig : i ve cote bbit hutch. The 
bright with bird variety, in hen roost, dove cote, or ra ‘ 
Care of animals might involve handling a thermometer and charting tem- 


i ns 1 ber and 
2 i ez arison of groups of hens for num 
mer d deat Peat is of eggs and experiences with 


Weight of eggs produced. It might lead to sal : ; s ' 
money It xam experiences in feeding animals, in loving is a o 
servations of their bodily processes and their breeding. n acus hes E 
Periences in practical management—cleaning cages, Clipping 


i i in writ ing about animals. 
guinea pigs—and in writing and reading a i : 
While far fewer infant schools than nursery schools had gardens, in 


2 P à identified 
Some there was even a fairly large area available for what children identi 


i xe ving tomatoes was, in 
M school, for example, growr 
mua ath experience to find the amount of 


th or change. 


as “farming. 
addition to a science activity, a m 

" 7 
Water needed, and an observation of grow 
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Water was not merely available for washing, for use with clay or 
paints, or with boats and the usual sink and float collection. In a ten 
specific "science" way, water was part of the daily environment: childr i 
could find out about liquid measure using good equipment; a standard 
water trolléy as big as a sand table could be used by several children at 
once. Water was used in ways very rare in American schools. Discoveries 
came through any handling, but pouring and repouring into vessels of 
different sizes and shapes raised all the Piagetian questions, and using 
siphons, or pumps, or making a fountain, raised more. Children could 
find out about the properties of water and the properties of things 1n 
water; they could discover the displacement of water with things in water, 
and the fact that water has no shape without the container that holds it; 
and they could learn that water frozen becomes the shape of its container, 
or in turning to steam, it "disappears." Water was used for cooking and for 
further exploration of its properties as it was heated. 

Cooking in itself was a constant source of exploration. Children 
could be seen reading recipes posted over a stove, carefully measuring and 
weighing. There were observations on heat and temperature, change, and 
perhaps there were money experiences as well, since the cooked items were 
sold at the snack bar. Children also wrote about their cooking experiments. 

“Science” in the infant school was intended to encourage a question- 
ing attitude. An ingenious headmistress indicated how far a school com- 
mitted to inquiry might go to stimulate questions. She suggested that 
mirrors built into a school might be 


placed to show repeated images, to function as periscopes or to see "round 


a corner, prisms angled to throw spectrum colors from the sun, mobiles 
suspended in a current of air.59 


In the infant school a child was encouraged in his observation, in alternate 
solutions, in his own solution, and thinking, judgment, estimation were 
thereby fostered. The infant school was ready to help a child ask the ques 
tions of the werld that he needed to further develop his frame of under 


standing, and to provide the environment so that he could do this. This 
more than specifics, was its science. 


READING 


The infant school was full of books—books were read to childre™ 
children read books, children made books. A child's firsthand experiences 
created a need and a desire for information that was in the books. English 


59 Brown and Precious, The Integrated Day, p. 16. 
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educators believed that only the reading that grew out of this context 
would result in its further development and use: As a child met difi- 
culties with reading he used in this way, the teacher worked on particular 
skills with him. But the teachers considered that discrete skills taught 
outside the context of interest and need could result in early attrition of 
the desire to read and therefore in little use of reading skills. Thus read- 
ing rooted in interest and need was what most infant teachers attempted. 

There has never been, apparently, objection to earlf reading or 
number work if it happens to arise naturally from a child’s interests and 
if it is not forced, I saw evidence in my visits of offering a word, a sign for 
block building, or writing a child's story about his experience at his dicta- 
tion, and this might start a child reading. I looked for evidence of excess 
offering that might push a child to read before his own response made that 
the inevitable next step. While the teachers may have started early on some 
writing and reading with a small group they considered ready, they 
acknowledged that this was not really reading, and they easily accepted the 
fact of some children not joining this small group. 

This attitude of having a reading atmosphere “around” may be dis- 
torted by particular teachers into a too positive encouragement that could 
deprive a child of the development of his play, as was briefly discussed 
under Class Organization (p. 79). However, I saw very little scanting of 
play; most of the “reading” work with 5s was on@ reading-readiness level. 
Most teachers were quite ready to be patient, not to “flog” it, to think it 
would “come along.” A head described this process: 


We teach the sounds, too, the phonetics. . . - You must know whether 
your child knows the sounds or not. He suddenly discovers, by looking at 
a book, that the first letter of his name is exactly the same as the first 
letter of somebody else’s name. He says, “Oh, look! You've got that and 
so have I!" And then if you are there, you say: “Ah, yes, that says ‘buh’ 

: t else can we think of that 


for Bobby. And that says ‘buh’ for Betsy. Wha ] f 
starts with ‘buh’?” . . . The teacher says, “What have you painted?” And 


the child will begin to say what the picture is about. The teacher will sup- 
ply words and, again, buid up the vocabulary. She might say to that child, 
“Would you like to write what you've painted?" The child might, per- 
haps, have painted a picture of a lady—“That’s Mummy. Would you 
like me to write ‘Mummy’?” The child might say, "Yes" or he might say, 
“No.” If the child says, "Yes," the teacher writes “Mummy beside the 
picture. And the child can then go over on top of the writing or copy it 

kill. The next time that child might 


out underneath, according to his s : 1 
paint another picture of Mummy,” or there might be a picture of “Me 


with Mummy.” The teacher says, “Would you like me to write what 
you've painted: *Mummy-Me"" Then, you see the steps go on. farther 
and farther. The next time it is, “This is my Mummy. This is me. Or 
“This is Mummy and me going shopping.” We do not correct any gram- 
matical error. We write it just as the child says it. . . . because the child 
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i i i 's, "Me is goi do this"— 
s only going to read what he said. If he says, | Me is going to do this : 
I dont Siet hear that—"Me is going shopping," you would write ne 
is going shopping.” Because the next time the child reads it, he would 
read, “Me is going shopping,” even if you write “I am going shopping. 


So don't waste your time and his. Write what he says. 


"Then the next step, after the child has been doing that for some time, we 
get quite a lot of, “This is a house." Children love to paint houses, so 
you'll got that over and over again. “This is a house.” “This is a boat. 

“This is Mummy.” “This is my toy.” “This is—” And it keeps coming 
and coming. You might put one up on the wall. You could also collect the 
children’s work together and make up a “This is" book. When the 
children have done that for a certain time, you say to the child who you 
know would be able to do it, “Could you write ‘This is’ for me, and [I'll 
put the rest of it?" The child has drawn perhaps a picture of his birthday 
“cake, and he goes and writes “This is" on the side. “Can you find the 
word ‘my’ anywhere in the classroom?” Yes, because you've got the pic- 
tures all around, and you've been talking about them. You've been read- 
ing all the words that other children have asked for, and the child might 
be able to find "my." If he can't, you write it on his paper. And then you 


supply "birthday cake." That is just showing how very simply and 
gradually it builds up.% 


The pattern everywhere was discussion with a child of his painting 
or drawing. A child of five dre 


Ww his picture; under it the teacher wrote 
what he told her about il and his name. He might trace over what she had 


written at his dictation; he might copy it. Soon, the teacher wrote what 
he said on a separate paper; “soon” could mean after a number of months 
filled with many, many experiences, all bearing on reading readiness. She 
might write what he told her as Separate words, if a child was now at the 
point where he could pick out the words he wanted. Soon she gave him 
just a word, letting him find the rest from written signs around the room. 
At that stage children asked other children for separate words. On my 
visits to schools, they asked me for words. Word lists were common for all 


the children after the beginning reading period, and as they collected their 
word lists, they began to be able to so 


Writing went on all the tim 
children seemed to learn reading b 
by the children as uniquely their 
what they wanted to say. In one New 
of “free” or “creative” 


good hand before being 
way part of reading. Ch 


99 Cazden, Infant School, pp. 11, 3, 20, 21. 
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and matched these. Their own books of their experiences grew—all this 
before and going along with later books. Writing might start as patterns, 
but it went on from there, even while patternmaking continued. 

I was so startled by the amount of writing so early that it first struck 
me as a pressure. Were the teachers worried by the transition to junior 
School and therefore overeager to start reading and writing? But the fact 
of the amount—not timed or forced—seemed to be a tribute to a child's 
desire to communicate. In this system, experience is commuńicated either 
through discussion or writing and, eventually, through both. The desire to 
communicate flourished because in this free atmosphere every child was 
doing something interesting; every child was doing something different. 
The encouragement to communication as a product of the diverse activities 
cannot be too greatly stressed. In such an atmosphere, communication is 
necessary. How else could anyone know what you've done? And it is 
made very clear that the headmistress and teacher are tremendously eager 
to hear, to read, to support the communication. English reports recom- 
mended that writing not be demanded. The English arc aware that the too 
automatic request for recording can be a damper to discovery work. The 
Nuffield Teacher's Guide is one of many publications that discuss the many 
ways of communication—talking, painting, charting, etc.® : 

At one school, where talking was considered the most important pre- 
reading activity, the headmistress stated, “We use ^o set introductory DOORS 
We make our own from the vocabulary used by that child. The first books, 


therefore, are made by the teacher.” uM n 

The use of everything a child had done for amr = = Li. 
Strikingly xd at the first infant school I saw: A teacher took a 
ea eee d making dough, and talked 


small ] been weighing flour an i 
i eA d ar you used.” An experience story 


; i fus 
idc re eg, ci ee lk, to find words. A lot of the 


Was quickly constructed. The aim was to ta 
Vocabulary was around the room. They could match words from a group 


experience story to their own. One child brought over his label and e 
it to me, "I made a boat and it is red and black. He could not yet rea 

but he could remember what he had said. This incident ee Hor 
Goddard's statement: “Children recognize sentences, phas H 2 s 
by their general pattern or shape before they have been taug ht letters or 


Sounds." 62 
Children were sparked off to read and write through the needs of 
life at school. The printing of circulars for the animal "d 2 ane 
: i : Js with an undifferentiated day, 

created needs to write and read. In schoo i i 
where some reading was going on at all times, it was often p. cx 
that, just as at a certain point of discovery the combinations of the s 


: s " ide 1. 
61 Nuffield Junior Science, Mapa ctas n hac Sditel p. 3. 


62 Nora L. Goddard, Reading in t 
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board can be overwhelmingly interesting and absorb a child all day for 
a week or a month, so, at a certain point, the new skill of reading may be 
overwhelmingly absorbing. There was a willingness to go along with the 
rhythms of interest in a child. The role of the school was seen to be that 
of finding a motivating point and helping to keep it going by using what- 
ever was needed. . 

Nora Goddard sums up how a child was led to reading through his 
serious purstit of his firsthand experience. 


In approaching reading through interest the natural sequence is: first, 
that the child has something he wants to say, second, that we write it 
down for him, and last, that he reads it, and wants to read it because it 
tells of something that is of real interest to him. 


. we try to base our reading material upon the child's natural speak- 
ing vocabulary.9* 


It is this talking about what he is doing that is so necessary as 4 
preparation for learning to read. The child will not be successful in learn- 
ing to read words that describe things that are outside his experience. For 


this reason we seek to extend and supplement the experience of the child 
from the less fortunate home. 


' 

We need to be sensitive so that we follow his real interests, and not 
what we imagine these interests should be. . . . We know, for instance 
that most children are interested in events in their own lives, in their 
homes and families, in things that they themselves make, in living anc 
growing things, in listening to stories, and in new experiences that come 
to them within the secure environment of the home or classroom. - + * 
His tasks will be self-chosen .8¢ 


The Department of Education and Science continues to support ? 
reading approach which stresses “the width and depth of the experiences 
about which language is employed.” It is particularly concerned about 
reading schemes that impose language on a child. Therefore, the Schools 
Council Programme, Breakthrough to Literacy (developed over a six-ye?" 
period and published in 1970) aims to promote initial literacy through ? 
child's own listening and speaking vocabulary and within his total expe" 
ence of language. ! 

In addition to the stimulus to his reading from firsthand experience a 


93 Ibid., p. 12. 
64 Ibid., p. 15. 
95 Ibid., p. 20. 
66 Ibid., p. 30. 
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child was led to reading through his interest in the stories that were read 
to him. He discovered that he could find out about some things only in 
books. Stories and poetry were part of his experience every single day in the 
infant school. Stories could bring a child the indirect experiences of situa- 
tions and feelings which stretched his understanding past his own frame of 
reference to a beginning empathy with the experience of another. Shared 
or even in Morning Service, the meaning attached to these ex- 
hildren could be used by an individual child in his 
caning. The concern evidenced in all the other areas 
for carefully planned extension of a child's level of understanding—emo- 
tionally, morally, and intellectually—was also reflected in the careful 
selection of stories and poems, literature of quality and depth. 

A wealth of “little” books could be found in the infant school, hooks 
that could be read at a single sitting, books that could be read so quickly 


that a child felt a quick satisfaction and an immediate comprehension of 
a complete story. Many of these books were made by the child or other 
which he could turn to 


children, many were two or three page books to : 
find out what he needed to know or wanted to know—about an animal, 
some water activity, or any other interest. At the water table the child 
might find a four-page book (as, for example, one of the series entitled 
The Young Investigator) that he could read himself, with only one new 
difficult word—perhaps, in this case, “porous.” He grew in power as he 
read many books and as he read these quickly. 


in a group, 
periences by other cl 
own integration of m 


Phonics 

A child learned some phonics in connection with the reading he did 
to find out about things and in connection with the writing he did to tell 
about the things he had done. A few minutes might be spent on the sound 
Of a word a child had requested. Phonics usually was absorbed incidentally 
— beginnings, endings, word-building, blends—in the creation of word lists. 


In the course of some reading with the teacher, a few minutes might be 
ad the finding of additional examples. 


iven jsi sord family ar 

: 2: the ete 7,a nim: direct tackling of phonics was under- 
taken, but it never dominated the teaching of reading. A certain amount » 
Phonics could be found along with all other methods, perhaps re al 
Schools. But not until the seven-year-old period was it taught, and 2 
then, it was never taught as a separate thing. (In 10 percent of the schools, 


ita. (Initi hing Alphabet) is used.) 95 
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ticular level was available. Where there were several series, a child could 
pick what he was interested in and be helped with this. . 

This account does not mean that the teacher in many infant schools 
is not "hearing" the reading of one child at a time or of three or four 
children in a group, or doing some direct special teaching of it. Direct 
teaching, always with individuals or small groups, was part of teaching of 
reading in many infant schools. Tansley describes such direct teaching— 
using phonits with slow learners—within the context of English infant 
education.? He stresses teaching to the individual, simultaneous multiple 
activities, and rich experiential reinforcement; he warns against teaching 
phonics as an isolated skill. The direct and systematic teaching of reading, 
according to Moyle, "is not out of place nor yet need it spoil the informal 
atmosphere of a classroom for it is usually best done individually." 7° Both 
spokesmen for more direct teaching than is now the case in many infant 
schools are thus within the framework of individualized infant education. 

But direct teaching was only one aspect of the total reading and 
writing atmosphere; the multiple activities related to interests that drew 
on reading, writing, and speaking. In addition to any specific teaching of 
skills, the use and pursuit of the skills were entwined with a child's serious 
and sustained exploration of the total environment. Incidental teaching, 
teaching right at the moment of a child's need in following up his interest, 
is integral to any description of informal education, and resulted in far 


more reading than ever happens when reliance is mainly on formal teaching 
of reading. 


SUMMARY AND ESTIMATES 


THE FRAMEWORK OF CONDITIONS 


Everything in the infant school was directed toward maintaining a 
child as the unique individual he was. When he came to the infant school 
he came with his own pattern of learning, with his own five-year-old frame 
of reference already synthesized as a result of the workings of his curiosity, 
his interests, the active forces for leaming within him. The experiences 
he had had, the quality of the human beings with whom he had been in 
interaction, and the focus of his attention and interests all helped de- 
termine the patterns he brought to school. It was essential, in the minds 
of those committed to informal education, that the planning and activity 
of the school not interrupt the development of these patterns, but meet, 
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extend, and carry them further. Recognition of individual differences and 
of a child's own firsthand experiences was focal in this commitment, which 
guided all attempts to actualize informal education in the infant school. 

I have described and analyzed the conditions I observed in the 
Schools, concentrating on those factors which I consider to be the supports 
for the framework of informal relationships. No single condition separately 
could support what was meant by informal education; even in the presence 
of all the conditions, without the conscious intent on the part df heads and 
teachers to weave a purposeful web of support, the informal structure re- 
mained weak. 

Thus a center hall, with in-and-outness from classrooms, made possi- 
ble simultaneous use of environment, movement, and communal life of 
the school, but again, only if the intent to produce this kind of school 
living had allowed this in-and-outness. A lack of in-and-outness limited the 
communal life of the school. Some of the new schools had encapsulated 
classrooms, even when they were family-grouped, if schoolwide inand- 
outness had disappeared with the corridors. The headmistress, relating to 
the in-and-outness, was the real producer of the communal life of the 
school. 
Movement was necessary for use of the environment in a simultaneous 
Way and for a real communal life in the school. Limitation on movement 
Certainly limited use of the environment and contzadicted other informal 


characteristics. 
" Family grouping seemed ? make all ot 
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through pursuit of their own purposes and questions and choices. That aim 
certainly could only be realized with implementation rather than direction. 
Implementation was a result of—but not an inevitable accompaniment 
to—the many arrangements for informal education. But when the aim 
was missing, these arrangements remained as the outward structure only. 
Thus, teacher direction sometimes existed even with all the arrangements 
that seemed to be aspects of informal method. 

Infant^schools of my sample can be described as existing in a con- 
tinuum of development. Tn all the schools I observed, there existed a certain 
core of activity period, of movement, of provision of rich environment, of 
simultaneous use, of acceptance of variation of level, of acceptance of 
beginning learning at a child's point of readiness. The essence of these 
features is the acceptance of individual differences, of a child as an in- 
dividual in this learning. Naturally then, the fullest extension of the con- 
cept was in family grouping and in plans allowing for use of the whole 
school with in-and-outness and the undifferentiated day. The fullest exten- 


sion of concept combined the communal life of the school with imple- 
mentation of a child's individual purposes. 


IMPRESSIONS OF CHILDREN'S 
BEHAVIOR AND ATTITUDES 


, The children's responsive and active participation in the life of the 
infant school and in their own learning was the goal of informal education. 
In order to judge its achievement, therefore, we would have to look at the 
children. What was apparent in the emotional bearing of the children? 
How did they seem to respond to this way of education? The following 
impressions, which are culled from my notes and are not in any way the 
heads’ estimates, are based on watching the children at their work and in 
their interaction with the headmistress, the teacher, each other, and myself. 

À The schools where the children showed great friendliness, initiative, 
curiosity, and intellectual excitement were family grouped and had an un- 
differentiated day, a general modality of implementation, and a strong com- 
munal life. At no school were the children apathetic. The gradients of 
description range from cheerful, waiting for teacher direction, and not being 
particularly involved, to great initiative, spontaneity, i 
caring for each other, and intellectual excitement. U 
the estimates on all infant schools were positive; le 
(cheery, waiting for teacher direction, not particularly involved) applied 
in only four schools (2 infant with nursery classes and 2 JMI schools). 
Even such an estimate was not related to apathy but to the fact that these 
schools had not developed a strong, purposeful involvement on the part of 


creativity, curiosity, 
sing these gradients 
ss positive estimates 
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all the children. In the one school (infant school with nursery classes) 
where the children seemed inarticulate, there was no tie-in of activity with 
skills. In this school I also noted more obvious discipline, more structure, 
more noise level. 

The infant schools where my impressions of the children were most 
positive were informal. None had one-directional progression; all had family 
grouping, in-and-outness, activity periods related to skills, and going on 
to undifferentiated day. Of the JMI schools, the two school$ where the 
children displayed the greatest initiative were informal and family-grouped. 

Some of the schools producing the most positive impression had 
children of predominantly poor economic backgrounds; in such schools I 
made special note of the intellectually stimulating atmosphere. One school 
with an 84 percent immigrant population was memorable for its strong 
emphasis on creative writing. Another school (further described on p. 103), 
also with a heavily immigrant population diverse in origin, was noteworthy 
for its intellectually excited children who were genuinely pleased with 
themselves. 

All the informal schools had a special glow of intellectual stimulation, 
as reflected in the children’s writing of poetry and stories (often stories 
continued over a period of time), in the large amount of mathematical ex- 
ploration, and in the quality and depth of children’s activities in movement, 
music, plastic media, and acting. o ; 

Children who are willing, responsible participants in school life seem 
to expect that requests from the adults will be sensible and necessary, as 
illustrated in this episode recorded at one infant school: The children 
listened to a Morning Service, as would ours in Assembly. They then dis- 
persed in the English infant school way, talking, arms about cach other. 
The headmistress, suddenly remembering something, called out in a voice 
only slightly raised, “Oh, children, I've forgotten to tell you, would you 
please tell your mothers. . . ?" Instantly, the children stopped talking and 
listened. Hard as it was for me to imagine a parallel American situation, in 
which a teacher so easily regained children’s attention when they were 
midstream from one activity to another, I realized that in the free English 
schools it was easy to get the children’s attention. The teachers consistently 
used a natural tone of voice; they talked to individuals and very rarely did 
they talk at the children. I heard no yelling. Teachers expected to be listened 
to but asked this of children infrequently and only when its necessity was 
self-evident. Far more often they listened to children. 

I have already described the nursery school teacher's style of speak- 
ing which is based on the use of suggestion. This manner is found, it 
seemed to me, on all levels of English society and in all situations. In 
their way of saying, “Tt will do, won't it?” “You do think, don’t you?” the 
English teachers create a setting of agreement that very possibly may 


136 The English Infant School and Informal Education 


account for a low degree of resistance in the classroom. Furthermore, 
teachers did not seem to fear what would happen if the children were 
moving around or were unsupervised for a time. No one assumed that a 
child going somewhere in the school outside his classroom was doing 
something wrong. Children were moving around all the time. They were 
trusted. They were expected to have identified the school as theirs and to 
be using it responsibly. They were expected to help each other and to tum 
to each other—even for words and skills. I was continually impressed by the 
unclouded mental functioning of the children in this kind of situation. 
When they were asked a question they didn't seem to have to hesitate, to 
put it into a frame of the rules, to ask themselves, “What is expected of 
me?", "What does she want me to say?" They could answer right off. 
Since what they were doing was their own choice and their own construct, 
they understood it clearly and could tell you about it. They were also 
freely curious. If something about me puzzled them, they asked questions: 
abovt my bifocal glasses, my accent, my food habits, my table manners; 
did I know their Aunty in America; did I sleep on the boat coming over to 
England, etc. 

American parents and teachers have asked me many times: “But 
aren’t these children really different? Isn’t that why they pose so few dis- 
cipline problems?” Part of the answer is that with the children working in 
ones and twos on different things instead of as a unit, the impact of 
aggression is diluted. It is not that there are no discipline problems but 
that these become less disruptive to everyone else's work. Certainly, all 
heads pointed to a number of children needing special help, The National 
Study states that 5 percent of the children have serious adjustment prob- 
lems and another 10 percent show stress symptoms of various kinds.7! But 
other observers also report the striking fact of few discipline problems: 


When the class seldom meets as a unit, when the children work inde- 


pendently discipline is less of a problem. It does not disappear as a prob- 
lem but it becomes less paramount.72 


Some American teachers who have seen the spectacle of children in British 
classes working diligently on their own have raised another question: they 
have wondered whether British children are fundamentally different from 
American children, Certainly British grown-ups are different from Amer- 
icans, and there may well be important differences in national character. 
Yet middle-aged English visitors to the informal schools often react with 
the same disbelief as Americans: they find it hard to credit British children 
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with so much initiative and so much responsibility. Also, formal schools 
in Britain suffer from discipline problems, so it is hard to know how to 
speculate intelligently on the question.?? 


English teachers all recalled the time of formal classes, when classes 
functioned as single units, as a time when a large percentage of their efforts 
had to be directed to maintaining discipline. Control of a group function- 
ing as a unit demands attention and quiet focus from all the.children as 
a unit. Regardless of differences between English and American children, 
English children present fewer discipline problems in these schoois 
organized for informal education. Just as it was not a question of different 
teachers but a context that supported this kind of function, so it was not, 
it seemed to me, a question of different children, but a context that sup- 
ported the children’s involvement in learning. This context is what I have 
described as informal education. 


TRANSITION TO THE JUNIOR SCHOOL 


The impact of the infant school experience on a child cannot be dis- 
cussed in isolation from his transition to the next level. At the time of my 
study, children from infant schools moved on to largely unchanged junior 
schools in which traditional whole-class, subject-oriented teaching domi- 
nated. Many junior schools have changed, but observations and heads’ 
estimates of transition problems dating from that period will continue to 
have validity for some situations because change comes slowly. 

Difficulties in the process of transition arose from the fact that a 
child’s free movement and his free interaction with adults and children 
were interrupted, and—a more serious discontinuity—unchanged junior 
schools did not accept him at the level of his understanding without fixing 
standards for achievement. ‘The unchanged junior schools, for the most 
part, were not expected to help a child with beginning reading, nor did they 
accept this responsibility. Thus, an important component of-a child's easy 
transition to the junior school was his ability to read. My information on 
reading achievement is based largely on the estimates made by the heads. 
In every school but one, the head's report was of few non-readers (2 per- 
Cent was the usual figure, representing the children who had made no 
Start at all in "catching on" to reading). My observation, from visiting 
Schools and having groups of 7s or individual children who were 7 read 
to me, was that most children could read. 

Reading was certainly a point of concentration with all groups, but 
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especially with the 7s. Heads interested. themselves in the reading— 
regularly hearing the reading of children who were going on to junior 
school, taking small groups of nonreaders, or arranging for them and for 
poor readers to have special help with a .5 remedial teacher or a library 
teacher, etc. Though these procedures did not in themselves produce easy 
transition, they were part of the all-out effort. Though of course many 
infant heads resisted the pressure coming from the junior school, fear of 
difficult trafisition often had the effect of tightening the learning atmosphere 
for the 7s groups in the infant school, since these children went on to 
junior schools after a long holiday in which their new found skills might 
slip a certain amount. Furthermore, for the many children who were at the 
beginning of reading, the change produced confusion. 

The English are aware that concern about seven-year-olds may be un- 
realistic, viewed at the 11-year-old level. For instance, John Blackie, former 
Chief Inspector for Primary Education, has stated that the percentage of 
nonreaders at the end of primary school, age 11, is small but that 15 per 
cent at that age are poor readers. Nevertheless, English educators have 
been anxious to examine all factors that affect the reading in infant schools. 

The National Child Development Study, in findings that were the 
basis for recommendations by the Plowden Committee, summarizes: 


Nevertheless, a cozsiderable number of children in this sample of 7-year- 
olds were described by their teachers as being either non-readers (about 3 
percent) or poor readers (about 24 percent). An even larger proportion 
(almost half the sample) had not achieved a sufficient mastery of this 
subject near the end of their infant schooling to use it as an efficient tool 
for further learning; rather, reading must continue to be specifically taught, 
because full mastery of the skill has not yet been attained. Thus, on the 


evidence of the children’s present reading abilities about a quarter will 


need a continuation of ‘infant methods’ if they are to progress with this 
basic subject . . .75 i 


About 45 per cent of children appear not to reach full mastery of read- 
ing skills by the time they are du 


> t 1¢ to leave infant schools. This means that 
the teaching of reading needs to be continued at the junior level; also 


there should be some continuity in teaching methods and reading 
schemes.76 


Therefore, to ease transition, the Plowden Committee recommended 
prolongation of the infant school experience itself and continuity of in- 
formal methods in the junior school. The National Study stated: “If the 
length of schooling is one of these factors [in reading success}, then it may 
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be possible to take practical steps." ** In line with this thinking, the 
Plowden Committee concluded 


that children should have three years in the infant schools and that they 
should not transfer until the age of eight. A three-year course will allow 
teachers and children to work steadily without anxiety. It will give infant 
school teachers the satisfaction of seeing more results to their labours and 
of knowing that children have reached, before leaving them, a stage at 
which they can tolerate a change of school. . . . We recómmend that 
transfer to junior schools should take place in the September following a 


child's eighth birthday.?5 


Long ago, Susan Isaacs wrote: “. . . lack of continuity between the 
methods of the Infants’ School and those of the Primary School accounts 
for quite a large number of cases of backwardness in reading.” ° j 

The Plowden Report emphasizes the need for continuity: “It will still 
be necessary to ensure that there is no sharp break between 'infant' and 
‘junior methods. . . ." 8° Its recommendation for transfer at age 8 derived 
from similar recommendations made by heads and from research indicat- 
ing that reading was consolidated between the seventh and eighth year 


for most children: 


At this age many children are at a turning poin’ in their mastery of read- 
ing.5! 


Evidence from rescarch has confirmed that transfer at seven can have dis- 
: A É ees 
astrous results on children's achievement in reading.*? 


rticularly for the average and slow develop- 
year is a period of consolida- 
Em 


For all children and more pa 1 
ing child, three years is desirable. The third 
tion during which rapid progress may be mad 


Plowden suggested that the newly reorganized infant schools be 
called First Schools, recognizing them as the first step in compulsory educa- 
tion, and that the reorganized junior schools be called Middle Schools. 
Some experimental situations observed at the time of my study had already 
incorporated this organization for age of transfer; for example, the Eveline 
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Lowe school, described in an HMSO pamphlet, is organized according 
to new ages for transfer as well as for experiment with several combina- 
tions of age grouping and group size.** 

In the period since the appearance of the Plowden Report, many 
LEAs have submitted plans for new units or for reorganization based on 
a new age of transfer. Eight is now becoming more customary as transfer 
age to junior or middle school. 

Plowcen further recommended, as ways of easing transition, what 
many good heads already practiced. Heads had tried to mitigate the diff- 
culties by arranging visits of the junior school head to see the work of the 
children, by encouraging friendships of infant teachers with junior school 
teachers, by sending along with him the book a child was up to when he 
went to the junior school. In addition to reports of his progress, a child 
could take a folder with samples of his work. In turn the junior school 
sometimes tried to have an infant teacher or a teacher conversant with 
infant methods take seven- and eight-year-olds. These arrangements had 
produced a much easier transition (in the opinion of the heads). 

At the time of my sample in 1966, any ease in transition was very 
largely the result of such work of the infant heads. At that time, inclusion 
of the infant school in an unchanged junior school under a single head 
did not ease the pressure of transition or the pressure to produce few non- 
readers. One exception: was a JMI school in Bristol that was completely 
geared for implementation and informal education, with beginning points 
all through the school. This school reported 40 percent nonreaders at the 
beginning junior school level, a result of a consciously slackened pressure on 
reading with the thought that all children would be reading on the 11-year- 
old level; and indeed, according to the head's report all children were read- 
ing well at the end of junior school. I was told that there were 15 such in- 
formal junior schools in Bristol, family-grouped in a two-year system; 
approximately 15 percent of junior schools elsewhere were in the process of 
change in the direction of greater continuity with infant school methods, 
convinced that fuller implementation of a child's own pace and develop- 


ment depended on the junior schools’ being in tune with this way of 
working. 

The trend seemed to be toward increasing continuity and blurring of 
the lines of division. Nora Goddard,** Infant Inspector, ILEA, spoke of 
this as a blurring between class and class, between stages (nursery, infant, 
and junior), in subject matter divisions, and between home und. school. 
Before planning the new experimental Eveline Lowe School, the architects, 
"watching the fluent improvisation . . . in an old building," noted: 
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. .. the distinction between teaching and non-teaching areas was dis- 
appearing. The whole school and its surroundings—corridors, cloak- 
rooms, porches, entrances, medical rooms and even stairways—were being 
called into use . . . there was a fruitful blurring of some of the sub- 
divisions traditionally found in primary schools. Sometimes children of 
different ages formed "family" groups and there was much coming and 
going between neighbouring classes. Few "subject" barriers appeared to 
remain, for knowledge and skill were now seen as a whole. A session was 
not necessarily broken up into set periods, and in some schools “playtime” 
had disappeared. A school day consisted largely of a planned sequence of 
varying activities, with “breaks” suitably interposed. “Work” and "plas" 
were harder to distinguish, for every pursuit had a purpose which was 
clearly understood and valued by the children engaged in it.5 


Open use of the school, the overflow from class to school, is extend- 
ing even to some junior schools. 


A similar situation is becoming more usual also in the junior school. Room 
for individual work is found in corridors and foyer. . . . In an increas- 
ing number of schools, classroom doors are, metaphorically at least, open. 
Teachers know what is going on all over the school. Children are en- 
couraged to visit classes other than their own, to use equipment kept 
there, or to consult a teacher who has the particular knowledge that they 


need.5? 


o H 
This open use is being further extended for parent and community. 
The Eveline Lowe School, for example, was planned as just such an "open 
School. 


On my return to England in 1969, I looked for evidence of further 
developments in arrangements. Junior heads told me of their use of the 
Work folders sent up from the infant school: Incoming children found 
Samples of their work—writing or number or painting—on the walls of 
their new rooms, welcoming them. EM . 

I saw junior schools in Yorkshire that were certainly informal in all 
the ways I have described. Children in these schools, evea in the last 
Weeks of the summer term, seemed to be working with purpose on their 
different kinds of work. I saw an easy directness of discussion with each 
Other and with the teachers who moved from one intent group to another. 
Of course, the rich environment was adapted to the more sustained interests 
of older children. In one junior school, the oldest children were taking in- 
fant children, who would be entering that school the following term, to 
See the things around their school. An 11-year-old girl was moving through 
the school showing four infant children some handiwork and explaining 
the technique of the production. “You won't be able to do it right away, 
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but after a while you might like to." Or this, "Here's something you could 
try, mightn't you?" “I didn't do this one but I think this is how it works. 
I did this one.” An ll-yearold boy demonstrated some air experiments 
and then showed his little group some math equipment. ^We have that," 
a little one spoke up. “You do, do you?" the 11-year-old looked at him a 
moment with interest. “Well, you can always try new things with it, can't 
you?" Later, the infant children were treated to a "tea" prepared and 
hosted by tlie older children. The attitude of the older ones was solicitous, 
tender, and confident that school had good things in store for these new- 
comers. I spoke with some of the 11-yearolds at the end of the day. In 
response to my compliments on how the day had gone, a girl explained, “I 
remember my first day. I'd want them to like this school." 

A wind of change was, in fact, blowing through the junior schools. In 
newspapers, on TV, in workshops, since the publication of the Plowden 
Report, the climate of discussion is producing a "change of heart" in many 
junior headmasters. The old junior school image of desks in rows is re- 
ported to be rare now. Local study groups are at work analyzing the mean- 
ing of Plowden recommendations for continuity. The work of the Nuffield 
Projects and their publications are a major influence, implementing the 
change. A new interest has arisen in better communication between infant 
and junior schools, as evidenced by increased intervisitation. The situation 
is so fluid that the pereentage of changed schools is significantly different 
even within a very short period. The 15 percent reported to be changed in 
1966 had increased to an estimated 25 percent in 1969. These changes oc- 
curred within the context of others, such as the elimination of the 11+ ex- 
aminations that determined placement in one type or another of secondary 
school, and the plans for comprehensive secondary education. Though some 
authorities have produced alternate selection plans which may be no better, 
the discard of the 11+ through much of the country has facilitated change 
in the junior schools, just as the discard of the "payment by results" policy 
in 1897 (see p. 163) had made possible the changes in the infant school. 
The majority of LEAs now have plans to go over to comprehensive educa- 
tion, though the actual changeover so far has been slower than had been 
hoped for. But change is not stopped. The attack on selection procedures 
under any guise continues, and a new sophistication and flexibility seem to 
permeate discussion of what educational encounter can be—on all levels— 
with much of the discussion stressing active en 


l gagement, informality, con- 
tinuity. 


ESTIMATES 


Finally, how successful is informal education? Gardner answered the 
question in her book, Experiment and Tradition in Primary Schools. Her 
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testing of many items comparing children ages 7 and 10 (carefully 
matched), in informal (experimental) schools and formal (traditional) 
schools, showed the success of informal schools in all areas except mechan- 
ical arithmetic. 


Some of these results confirmed expectations which were based on my 
previous work. I had grounds for expecting that the experimental school 
children would do better in free drawing and in English language and 
also that they might do well in a social situation. Nor was I surprised at 
their superiority in the test for ingenuity, indeed I expected an even higker 


result in this test. . . . 


The greater opportunities in experimental schools for children to exchange 
ideas and participate in discussion appear to have had a very favourable 
effect on their power over language, which, by the age of ten, is showing 
in their written English.55 


Gardner estimated in 1966 that well over 50 percent of the infant 
Schools were weighted towards informal methods, that almost all had at 
least some core of activity period, individual and small group teaching, 
and thus had made a breakthrough from the teacher-controlled, block, 
whole-class method.*® She felt that the battle of the infant school had to 
continue, to extend even further the ways of this kind of teaching and the 
number of schools successful in this way. But she estimated that the battle 
of the next period was already on in the junior school. 

How does the Plowden Committee report on this continuum? From 
an HMI survey of all the primary schools in England, the Report lists the 
percentage of schools for cach of nine gradients of evaluation. The survey 
assessment included junior along with infant schools, and so its finding 
that 33 percent can be classed as “good” is even more startling. 


. Weak but Especially Good 


5 
Good with Outstanding Features Personal Relationships. 
Good without Special Distinction 6. Decent, Run of the Mill 
. Signs of Life and Seeds of 7. Good and Bed Aspects 
Growth $ on of Touch 

. Ba 


. Outstanding 


Bune 


g 2 3. 4. 5. 6. EE 9. 
1% 9% 23% 16% 6% 28% 9% 5% 0.1% 
ee ee ee 

33% Good 50% Relatively Good 


We were at pains to discover... . What was done about them [the 


9th gradient] when they were identified. Each of the 28 schools [the 


88 Gardner, Experiment and Tradition in Primary Schools, pp. 200, 201. 
s9 Lectures at the Institute of Education, University of London, 1966. 


> 
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“bad? 0.1 percent] was followed up by the local authorities and by 
H.M. Inspectors, and action taken. . . . We doubt whether any school 
in this category would be suffered to stay there long.?^ 


'The Plowden Report confirms Gardner's estimate and the conclusions 
from my sample; it confirms the trend towards changes in the junior 
school. Above all, the Report pronounces an overwhelmingly favorable 
judgment on the infant schools: “Learning is going on all the time. . . "9?! 
And again: 

D 


Many infant schools are outstanding for the quality of the relationships 
between teachers and children. They excel in the opportunities they pro- 
vide for play-and the talk that accompanies it, the stress they put on in- 
dividual learning and the skill with which teachers sclect from the various 


methods of teaching reading those that suit themselves and the individual 
children.°? 


" Therefore, the Plowden Committee recommends continuity and de- 
velopment of methods from such models as are described in its Report and 


in this chapter, as well as in chapter 1. These are the models for English 
primary education. 


99 Plowden, pp. 101, 102. The survey included 20,664 primary schools in England 
apart from 676 which were considered “too new to be assessed or, for some other 
reason, could not be classified. The whole body of H. M. Inspectors responsible 
for the inspection of primary schools took part." Category I contained 109 schools, 


about 29,000 children; Category II contained 1,538 schools; Category III con- 
tained 4,155 schools. It is these 3 categories that add up to the 33% considered 
quite clearly good. 


?1 Ibid., p. 103. 
?? Ibid., p. 140. 


part two 


INFORMAL EDUCATION | 
The Entity | 
and the Theory 


chapter 3 


THE INFANT SCHOOL ENTITY. 


Dissemination 
and History 


. Diverse as infant schools might be there were more similarities than 
differences between them even within their many original and special ap- 
proaches. The composite that emerged was an entity that could be de- 
Scribed as follows: An infant school was of a certain small size and 
architectural shape meant to create some communal living; either it already 
offered this prospect or its architectural shape was bent to do it. It had 
a headmistress whose role as communications facilitator, master teacher, 
and master agent creating the entity was in some sense understood by all. 
It had an agreed-on range of environment and an agreed-on aim to use this 
environment freely. In every way—in timetable, in group structure (age or 
family), in mode of relationship of teacher and child—it tried to foster the 
use of this environment to create a whole, full, rich setting in which each 
Child could live and learn in his own individually different way. 


DISSEMINATION THROUGH THE HEADMISTRESS 


What I have described as informal education was more than the 
mechanical adding up of conditions and arrangements. 'These conditions 
147 
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and arrangements had to be consciously adapted by the headmistress into 
the entity that implemented informal education. It was she who through 
such adaptation made the idea actuality. Her awareness and understanding 
of the shared concept of entity and of informal education not only directed 
her adaptations, but accounted for the differences between schools with 
similar arrangements. The differences in the understanding of concept— 
from one headmistress to another—were of degree, not of kind. 

This common idea of informal education, moreover, existed without 
snecific prescription from public authority. Heads I had met in the United 
States and England regarded, almost with horror, the idea of a “fixed” or 
"prescribed" syllabus, the idea of all schools functioning in the same way. 
The headmistress felt free of control and free even to interpret aims in 
her own way. It was not only the feeling of freedom that she had ex- 


perienced but also the fact of freedom, acknowledged in government re- 
ports. As the Plowden Report stated it: 


"The only uniformity of practice that the Board of Education desire to 
see in the teaching of public elementary schools is that each teacher shall 
think for himself, and work out for himself such methods of teaching 
as may use his powers to the best advantage and be best suited to the 
particular needs and conditions of the school. Uniformity in detail of 
practice (except in the mere routine of school management) is not de- 
Sirable, even if it were attainable. But freedom implies a corresponding 
responsibility in its use." [1918 Code] This passage was reprinted in the 
preface to the 1937 edition of the Handbook. In 1944 the Code, which 
had become increasingly permissive, finally disappeared, and in the 1944 
Education Act the only statutory requirement that remained was that 


ua should be educated according to "their age, ability and apti- 
tude." 1 i 


The freedom, as commented 
ing concept of desired result and a 
for heads to experiment and devel 
become the models for the futur 
ceptance. Both concept and stan 
at least they were already 


on by Plowden, coupled with an exist- 
standard of evaluation, made it possible 
op their own patterns, which later could 
e long before they had won general ac- 
dard were, of course, still evolving, but 
somewhat formulated in the common history 
that heads had inherited and shaped. In fact, the culture of the educa- 


tional world in which the headmistress lived and was educated was rooted 
in this history. Through her relationship to this history—which is basic 
to the development and operation of all the other factors—the infant 
school entity was disseminated. 
The mechanisms that influenced her were the teachers’ colleges, the 


Institutes of Education, the inspectorates, local and HMI, and the in- 


1 Plowden, p. 189. 
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service training. All of these operated in a reciprocal relationship with the 
head. And all, in their turn, gained reinforcement from the history of the 
development as embodied in the literature and in the reports produced by 
the Department of Education and the Institutes. 


The Teachers’ Colleges and Institutes of Education 


The head's first experiences as a student learning to be 2 teacher in 
a teachers’ college would appear to be a major mechanism of the spread 
of a common idea. Certainly the colleges of education maintain the wide 
spread. But while teachers gained some of their ability to function in- 
formally from their experiences at teachers’ colleges, good practice some- 
times even preceded the development of supportive programs in the 
colleges. Examples of good practice, in fact, were sought out by the colleges. 
And even now good practice in the schools is ahead of some of the train- 
ing in the teachers’ colleges, while the very goals set by the colleges, for 
the education of teachers, and the criteria used for evaluating their 
qualifications, have come from the analysis of examples of good practice. 

In qualifying teachers, the Department of Education and Science ac- 
cepts these criteria rather than imposing its own standards. In any case, 
the criteria for good practice and the implications for education and 
qualification of teachers are developing rather thon static criteria. They 
are examined and reexamined, and as little as possible is defined externally 
by the Department of Education and Science, while as much as possible 
continues to develop within the schools, the professional organizations, the 
colleges of education and the Institutes of Education. Inevitably then, the 
process of influence on the development of criteria is a reciprocal one. 


The Education of the Teacher 

For the English, teacher education (see also chapter 1) is broken 
down into three major arcas: the study of children, practice and curriculum, 
and a self-chosen individual exploration in some field of study. Emphasiz- 
ing the continuity of a child’s development, the program is multilevel, 
including experience on the level preceding the chosen arca of concentra- 
tion and on the level following. Inherent in this training is the acceptance 
Of variation in children's development, an individual approach, and the 
assumption of responsibility for preparing the environment and for pro- 
Viding varied and multileveled material. 

Child study is at the core of the integrated three-year course, which 
is offered as a unit, not as separate credit courses, and in which theory and 
Practice are interwoven. In each of the three years the student has a block 
of practice. The Hadow Report had pointed out that child study was the 
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basis of good teacher education, that the best teacher would be one e 
had made a careful study of the physical and mental development o 
children. So much importance is given to child study that the student 1S 
encouraged to work with babies in private homes, in institutional settings, 
etc., either prior to entrance into college or at some point along the way. 
” The area of concentration stresses the students’ individual exploration 
and personal development, and this emphasis becomes a significant part of 
their own experiences as students, highlighting as it must the lecturer’s rela- 
tion to them and expectation from them. ‘The students are treated as in- 
dividuals, develop individual projects, and learn in their own way how to 
appreciate individual work and the depth to which this can develop. It is 
hoped that they apply this understanding to their teaching of children. 
In her final teaching practice (approximately five weeks), a student 
takes over an infant school class and is expected to function independently 
with responsibility for all aspects of the class, including the preparation of 
varied material that can be used on many levels. The student can even 
change things about—physical arrangement, content, method. The class 
teacher accepts this independent role but permits the student teacher to 
call on her for help if needed. (For continuity the class teacher also main- 
tains daily contact with her children.) The headmistress, as always, plays 
a strong supportive role, and college supervision of the student teacher 
is close—twice a week, and often more—since the student can be supervised 
by subject tutors as well as education tutors. 
This close supervision may be diluted, 
current expansion of teachers’ colle 
supervision a real and vital part of 
as the Plowden recommendations 


at least temporarily, by the 
ges. But various ways of keeping this 
the training are being explored, such 
for increased use of the cooperating 
teacher and headmistress. Expanded use of the practice school’s teaching 
force to train teachers is logical. After all, it was the pioneer experiments 
in the infant schools that were turned to originally by those in the training 
colleges who were convinced that this Kind of education best maintained 
a child’s drive to leam. And even though methods, theories, and aims of 
informal education can be studied in teacher colleges, it is still recognized 
that the young teacher is lucky to work under a head in whose school 
"informal" has real meaning, in an atmosphere of a successful modcl. If 
the young teacher does not get this experience in her practice, it is hoped 
that she will be lucky enough to get it in her first year of teaching. 

The first year of teaching is one of probation, in which the young 
teacher works under careful supervision, and is assessed very seriously at 
least twice by the LEAs. The latter also receive reports from the school 


heads, which have been shared with and signed by the probationer. While 


there exists a strong obligation to make that year successful, and some- 
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times an extended probation in a more sympathetic situation is recom- 
mended, not all young teachers pass their probation to receive final 
qualification. 


The Institutes 


The twenty Institutes of Education attached to the universities act 
as "area organizations" coordinating facilities. This responsibility is dele- 
gated by the Department of Education and Science. The Institutes are 
responsible with the colleges for the system of external assessment and 
examination—an evaluation of candidate teachers by those outside the 
college—which insures interpenetration of viewpoint and aims. The De- 
partment of Education and Science now qualifies teachers for their first 
teaching post only after recommendation by the Institutes. The Depart- 
ment also confers final qualification at the end of the probationary year. 

Some colleges were carly pioneers, exploring the implications of the 
ideas of informal education for teacher education, but the idea is no longer 
limited to any one college? Naturally there are variations in colleges and, 
more seriously, in supervisors, but the programs of each college are dis- 
cussed in consultation with its Institute. The views of the Department of 
Education and Science are taken into account and have influence on the 
College programs. But each Institute, working with a college in its area, 
has the last word on how that college program develops. Thus, the dif- 
ferences in emphasis and even in nuance and philosophy in the Institutes 
and in the colleges are maintained, if for nothing else, as encouragement to 
variation and experimentation. These variations and the variations in 
School practice met by student teachers in their assignments to schools are 
à constant inducement to reexamination. ; 

At the Institutes of Education, prospective teacher trainers and 
Prospective heads take advanced courses. Such courses are not meant to 
Constitute steps in a continuous, uninterrupted sequence proceeding from 
the initial education of the teacher; they are taken by teachers after they 
have taught awhile. It is usually after at least five years that mature teachers 
(or heads) can be released by their LEAs and given grants, after admission, 
for courses leading to advanced diplomas in child development, etc. Those 
Who will educate teachers are themselves inducted into deeper under- 
Standing of their field (child development) but they also concern them- 
Selves with the question of how “informal” teaching can be conveyed. In 
fact, the difficulties involved in conveying informal education were under 


2 Gardner in Education Under Eight mentions the Froebel Institute, the Rachel 
MeMillan College, the Mather Training College in Manchester, and the Moray 
House College in Edinburgh as early leaders in training for informal education. 
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continuous discussion in all teacher education circles while I was in 
England. It was felt that the "formality" of secondary education and its 
effects on the minds of the entrants to teachers’ colleges were a major 
source of these difficulties. As Susan Isaacs had observed, commenting on 
these entrants, "Nor have they any ability to think or observe independently. 
Their life has so far been dominated by a narrow series of examinations." 8 
At the Institutes, the question was asked: Can informal, or activity, or in- 
dividual methods be conveyed to students who, coming out of the formal 
education of the grammar school, are immersed in the passive formality of 
a lecture room? The laboratory approach of the main course, in which 
individual exploration and an individual response were expected from 
the student, was part of the attempt to answer this question. 


Grappling with the problem in an earlier period, Gardner described 
experiences in a play center that, in addition to providing teaching practice, 
could help student teachers gain a better understanding of informal 
education. These experiences with mixed-age and large groups were experi- 
ences in "bending" environmental circumstance. Gardner considered these 
a very necessary part of teacher training. 


The experience of ages given in school practice is necessarily very limited, 
and it is in Play Centre that a Senior teacher can get first-hand experience 
of the behaviour of little children (which is so necessary for a real under- 


Standing of older ones), and a Junior teacher can realize clearly the later 
Stages to which her children are developing. . . . 


The students' attitude to discipline is often greatly helped by Play Centre 
experience. They become leaders rather than authorities, and we often 
find that after a period of leadership in a Play Centre gang, or of organiz- 
ing a Play Centre department, the student has developed tremendously 
in her power of inspiring children in their classroom activities. She has 
learnt not to be afraid of having children moving about, employed on 


various constructive activities, instead of sitting quietly, all occupied in 
in one way... . 


We have found very often such instances of development in the power to 
handle large numbers of children. . . . 

Another quality which seems to be developed is that of tackling difficulties 
with enterprise, instead of acquiescing in bad conditions. Students who 
have painted and distempered play rooms and furniture, and extracted 
from the changing conditions through which Play Centre has passed all 
possible opportunities for the children’s advantage, do not submit will- 


ingly to school conditions which tell them it is impossible to carry out 
creative work.* 


3 Susan Isaacs, in her introduction to D. E. M. Gardner's The Children’s Play 
Centre, p. xii. 


* Gardner, The Children's Play Centre, PP- 127, 128, 129. 
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Inservice Courses 


In the general revision of all primary education towards “informality,” 
much of the needed education and reeducation of teachers has been and 
continues to be conducted outside the colleges. Heads who were ready to 
experiment wanted far more reeducation than could be serviced by the 
colleges. They came to depend for their professional growth dù the many 
inservice courses offered, some of them organized directly by the inspectors. 
Certainly the HMIs and local inspectorate conducted inservice training all 
the time, just by their advice and by sharing the good programs they had 
seen. But regular inservice courses were given by the LEAs, by the Depart- 
ment of Education, by the Nursery Association, by the Froebel Institute, 
by the Institutes of Education and teachers’ colleges, and more recently, 
by the Nuffield Foundation. These courses were always oversubscribed even 
though no increment was given for attendance. Even educational maga- 
zines and unions (National Union of Teachers) ran courses. 

Whenever the Department of Education or any of the other educa- 
tional agencies felt methods had changed, courses were given to assist in 
retraining, and schools in trouble were aided financially in order to get 
teachers or even the headmistress released to participate. Every newspaper 
carried accounts of courses offered by the LEAs. Moreover, the education 
authorities supported the spread of particular ideas by publishing accounts 
of these ideas, by offering courses and releasing teachers and heads to 
attend the courses, by setting up or helping to set up trial situations. Thus 
a great many Nuffield Math and Science experimental groups were set up 
in the schools, even though the Nuffield Foundation existed outside the 
official structure. In almost every school, the headmistress spoke of con- 
ferences, special weekend courses, special leaves granted to teachers to 
take advanced courses at the Institutes of Education. She frequently re- 
ferred to a teacher out for a special course, a teacher on leave for special 
mature teacher working in the school as part ofa 
Tetraining course. Some LEAs owned old mansions set very pleasantly in 
the country where they kept weekend or longer courses in constant session. 
All of this had official sanction. In addition, the Nuffeld Foundation ran 
week-long or weekend residential courses at Teachers Centres or residence 
halls of colleges all over the country, demonstrating and giving teachers 
experience in their approach to science and math by involving teachers in 
Working with the materials as would children. The Teachers Centres 
Served to bring together learning materials, publications, and reports of 
Current research. They were often laboratories, giving teachers a chance 
to become directly acquainted with learning materials, immersing them, 
Workshop fashion, in direct trials of new methods. 


training, or an extra, 
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The Bristol Teachers Centre, for example, staffed with personnel 
from the Nuffield Junior Science and Mathematics Project, consisted of 
several rooms fitted out as environmental workshops for exploration of 
almost anything? Teachers came in groups on certain afternoons, with 
20 sessions planned for each teacher. The plan was to eventually include 
all the teachers in the Bristol primary schools. 

The Plowden Report has much to say about inservice courses, but 
even more interesting is the effect of the Report itself in stimulating study 
prior to and since publication. Working groups assigned to study the 
Report have been set up by many LEAs as well as by teachers’ colleges. 
Studies initiated for the Report and recommended by it to continue have 
been continued. Other studies recommended by the Report are underway. 

"Thus, variety—experiment, model situations, trial situations—seemed 
to be built into the process. The 1964 London County Council Report 
to the Central Advisory Committee on Education described two trial 
model schools built for the study and evaluation of many new ideas in 
education. An HMSO publication describes one of these, the Eveline Lowe 
School, spreading further the study of the new organization.* 

Any new ideas gained by the head through attendance at institutes 
or courses were very easily spread to the teachers in her school. The 
spread followed from the very nature of her function in the school. She 
was herself always sharing, and teaching teachers by the example of her 
own teaching. And the open school, where teachers could be influenced 
by contact both with other teachers and the head, and could see what took 
place beyond their own classroom, fostered this sharing and this dissemina- 
tion through example. The Plowden Report, describing the prevalence of 
such training, strongly recommended that heads continue to teach: “The 
fact that the head continues to teach raises the whole status of teaching.” * 


The Inspectorate 


The participation of the inspectorate in the careful processing of 
applicants for headships has already been described (p. 45). The in- 
spectorate also functioned as one of the institutionalized safeguards around 
the practice of freedom. But perhaps more important than either tole, the 
inspectorate helped maintain, after employment of the head, the quality 
of the initial selection. This relationship accounts for at least some of 


5 When I left England in 1966, 45 such Centres had been set up by the Nuffield 
Foundation specifically to support the Nuffield work. Teachers Centres have 
proliferated since the Plowden Report. A recent report estimated that there are 
now some 280 (Antonia Trauttmansdorff, The Times Educational Supplement, 
London, July 4, 1969). 

6 Eveline Lowe Primary School, London, HMSO, 1967. 

7 Plowden, p. 332. 
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the heads’ astonishing performance and for the widespread acceptance of 
the idea behind this performance. 

In this role, inspectors helped the continuing growth of concept. 
They made sure that communication remained open so that information 
and ideas could circulate. They aimed their efforts at maintaining a recep- 
tive atmosphere. They made suggestions by releasing teachers for courses, 
visits, and conferences, and teachers were persuaded. By sharing all the good 
examples they saw, they stimulated a constant process of new implementa- 
tions of the common idea. In short, they were very much part of the 
mechanism for spreading the idea of informal education and a significant 
force creating similarities within the freedom of practice. 

The inspectorate had the same professional background as the heads 
and the college teacher trainers, but they had the additional perspective of 
their varied work experiences. Prior to appointment, they may have been 
heads and then lecturers at colleges. Whatever the case there was move- 
ment backand-forth in these assignments. Their influence seemed, in- 
comparable. They encouraged the work of the headmistress, supporting 
experiments to further clarify and implement the basic idea. They fostered 
the trying-out of interesting variations of the idea, carrying news of all this 
work in their reports and in conversations with heads. The experiments 
themselves served as models which inspectors then suggested to others for 


visits and observation. 1 

In this setting, which allowed heads freedom of action and developed 
an encouraging but noninterfering relationship, experiments had time to 
achieve depth. Isolated experiments of heads, developed within this free- 
dom, became models for the spread of a concept that molded all infant 
education. Moreover, news transmitted by the inspectors in their unstruc- 
tured manner could be accepted as suggestion, not prescription, and tried 
out with new variations and further experimentation. The Plowden Com- 


mittee described this process: 


are often surprisingly local and often 


Advances in education or practice ) 
visers. They can be made widely 


owe much to local inspectors and ad 
known by H.M. Inspectors.” 


As an institutional safeguard within freedom, the inspectorial func- 
cted itself to a suggesting, advising, persuading 
role, even when inspectors had doubts (as certainly was sometimes the 
case in the early pioneering days). If the provision for good living clearly 
existed and the life of the school was rich, inspection served not to 
8 D. E. M. Gardner, once a local inspector or Supervisor of Schools, is an ex- 
ample of this shared background. E. R. Wastnedge, after heading the Nuffield 
Junior Science Project, went on to become an HMI. 
9 Plowden, p. 335. 


tion more and more restri 
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produce a narrower, restricted, defined usage, but to encourage ingenuity 
and variation towards maximal development. 

Public discussion by teachers associations and by HMIs more than 
ever favors interpretation of the inspectorial role as adviser, suggestor, dis- 
seminator. ‘The principle of inspection (derived in the 19th century from 
the need to supervise the expenditure of public money) has not, however, 
been discarded. Thus, the Plowden Report says: 


Assessment of a school is a necessary preamble to giving relevant ad- 
^ vice... Very occasionally children and the public still need to be 
protected. . . . Yet we welcome the growing stress on the role of ad- 
viser rather than of inspector. . . . The more informal the schools be- 


come in theiz organisation and relationships, the more informal ought to 
be the routines of inspection.1° 


Reports and Literature 


A series of remarkable government reports at the turn of the century 
helped set the direction for the development of English infant schools. The 
reports had a style and a method that are, perhaps, the very essence of 
the spread of a common entity within freedom, They became the pivotal 
points of the infant school’s evolving unity of concept. Used at the time 
of their issuance to buttress experimental action, they are still studied in 
the teachers’ colleges. They are studied not as prescriptions but as sug- 
gestive illustrations derived from the schools, and they reflect the inter- 
action of stimulation between the practice and such reports of practice. 
They have been the texts, not to be separated from the major educational 
literature, for the study of educational practice. Their unique role goes far 
beyond legislative acts or administrative tulings. All succeeding literature 
from the Ministry (now the Department of Education and Science) re- 
flected this evolving unity of concept and served, in turn, as the instrument 
of further unity. 

Thus, case studies were published describing experiments of practice 
in particular schools without trying to generalize or to pronounce absolutes. 
Each case was allowed to stand on its own and the generalizing and applica- 
tion were made independently. New reports arose from these independent 
and various applications. 

I had thought of my observations in the schools as discoveries, and 
that I as an outsider had noticed things taken for granted or overlooked 
by the English, only to find, when I started delving into the literature, all 
my discoveries in the Hadow Report and in other reports and government 
publications (though not with the same emphasis I had given them). The 


10 Thid., p. 335. 
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reports reflected very specific and concrete knowledge of the schools. They 
summarized the current situations and described the best of what they had 
seen. For example, by reporting the best, the Hadow Report influenced 
the spread of the best into other schools. It urged the acceptance of varia- 
tion of level. It suggested that the limitations imposed by buildings could 
be broken down. Speaking for individual work, it pointed out that whole- 


class teaching organization was no longer appropriate. 
E 


The primary school should not . . . be regarded merely as a preparatory 
department for the subsequent stage, and the courses should be planned 
and conditioned, not mainly by the supposed requirements of the secondary 
stage, nor by the exigencies of an examination at the age of eleven, but by 
the needs of the child at that particular phase in his physical and mental 


development.!! 


Along with summaries from Hadow, this handbook reports: 


In many schools, the hall, the corridors and other spaces outside the class- 
room are used almost as fully as the rooms or playground and garden, and 
almost everywhere in the building children may be seen hard at work 


at their different employments.!? 


The same handbook suggests that materials should be available throughout 
the day. It reports family grouping in some schodis. The head as teacher 
and leader is discussed in just the way I had understood from my observa- 
tion. Such handbooks had been published from 1905 on and represented a 
distillation of the inspectorate’s experience in the schools. — 

The Ministry published illustrative examples supporting ideas that 
came from schools not in expectation of their being copied in detail but— 
as elsewhere—in the hopes that they would stimulate specific concrete 
solutions and thinking. The pamphlets it published describing new ideas 
from the schools were, in effect, a distillation from the many, many good 
Ways observed, and each pamphlet was prefaced by an account o: a child s 
Way of learning. A permissive atmosphere was created for — 
that would further break through the old classroom structure. Similar » 
the Nuffield Junior Science Project Teacher's Guide 2 continued uc tra i 
tion of publishing, without geneline, case histories and specific ex- 
amples from the teacher's work in the classroom. , . i 

On the adult level, this approach, stressing a MR 
Sistent with the methods of English infant education. i as v» a 
allowed to ask his own questions, so an adult, presented with a cas y 

11 Hadow, as quoted in Primary Education, p. 6. 


12 Primary Education, p. 45. uU 
ae Selene in. the a Schools, Mathematics 1 
at School. 


n Primary Schools, Slow Learners 
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of another teacher's work, can ask his own questions, select what is 
pertinent, and decide whether or not to apply it. 


Underlying all inspectorate reports, drawing from them and then add- 
ing to them in new statements, are the Parliamentary Committee reports. 
These reports collect examples of current practice as a base for their con- 
clusions and spread descriptions of the best of these as widely as possible. 
"Thirty years'or more may come between reports of a Parliamentary Commit- 
tee (as the Hadow Report, 1933, is the report on primary education 
directly prior to the Plowden Report of 1967), but the committee, when 
it has reported, has really drawn on the experience of the whole current 
scene, from schools, training colleges, the university Institutes of Educa- 
tion HMIs and LEAs to doctors, psychologists, teachers, heads, and 
parents. An examination of the list of those giving testimony to the 
Plowden Committee reveals this widespread involvement. A Parliamen- 
tary Committee report thus embodies the most serious thought and aims 
of each period and serves as a guide for their dissemination. The de- 
scriptions of practice in the report are, in effect, its recommendations, and 
they influence, guide, and stimulate change for a long time to come, When 
the changes themselves, as well as societal change and the new knowledge, 
suggest new accommodations, or when the logic of implementation has re- 


sulted in new forms that no longer need the accommodation, it is the time 
very often for a new report. 


In England, there has been only minimal legislative prescription of 
practice. As a consequence, the reports have a dimension and a significance 
for English education that cannot be weighed in terms of enacted legisla- 
tion or administrative ruling. Their influence is as synthesizer and collector 
of the best existing practice in the schools, and such reporting constitutes 
recommendation, creating the permissive frame for further extension of 
exploration. In addition, as mentioned, the preparation for the report 


is itself a stimulating process, helpful in perfecting the method, and not 
merely a process of passive collection. 


Thus even during its preparation the Plow 
about more successful ways of doing what they wanted to do, which they 
then tried out. Based on three years of study, on research reports especially 
prepared for it, the Plowden Report stimulated new syntheses by stimulat- 
ing study, stimulating research, and stimulating new experiments among 
groups and individuals preparing statements of testimony for the Com- 
mittee.“4 Moreover, just as the Hadow Report is still studied and re- 
studied in teachers' colleges, the Plowden Report has come under examina- 
tion, cliciting arguments and defense, with a new Education Act the 


14 Michael Young and Patrick McGeeney, 
sponsored by the Institute of Community 


den Report informed heads 


Learning Begins at Home. This study, 
Studies, is illustration of this. 
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likely result. The Report will be text and source and touchstone for years. 
Even without legislative implementation it is the inspiration for further 
surveys and studies suggested in the Report, which are meant to prepare 
for the implementation of the recommendations. Some of these—on home 
and school, on the NNEB, on teacher education—are completed or in 
preparation. The Report has stimulated the Schools Council to prepare 
curriculum bulletins that can serve as suggestion for further experimenta- 
tion. LEAs are preparing reorganization plans for changed enty ages. Since 
the Report's publication the decision on age of transfer has largely been 
left to LEAs, and age of transfer is no longer the same in every area. 

Furthermore, the Report has already had an effect because so much 
of it requires neither legislation nor funding. Within the freedom for 
experimentation in English schools, much can be done if the head is con- 
vinced, and the Plowden Report convinced many heads to move towards 
greater inclusion of parents and towards a change of method in junior 
schools. Such changes need support, and the Plowden Committee ad- 
dressed itself to this point by involving the parents and the public, not 
merely the profession. Thus, programs that followed on radio; ITV (Inde- 
pendent Television), and BBC (British Broadcasting Corporation), and 
the discussion in newspapers and magazines, have drawn all of English 
Society, parents as well as professionals, into a vast discussion on the 
Plowden recommendations, on the Plowden description of how children 
learn. The BBC's followup on the Plowden Report is most illustrative. It 
prepared short filmed case histories of good practice, of new methods, and 
of how children learn. At the time of this writing, the BBC had completed 
ten on “Discovery and Experience,” six on “The Mother Tongue, and six 
(for parents) on child development, entitled “The Springs of Learning’ " 
another ten programs on the primary schools were bang prepared an 
LEAs and colleges of education had ordered 250 prints." 

It was not only in official reports that experiences were collected. 
Studies sponsored by the Institutes also gathered and synthesized and 
evaluated the experiences of the schools and described the ideas on which 
these experiences were based. Gardner, for instance, from her position as 
head of the Child Development Department, Institute of Education, F^ 
Versity of London, distilled the good practices observed = bl be 
described to her, synthesized the common analysis on child development, 

i SSH i n results of practice, and wrote books 
Presenting comparative evidence on 1 ; de be. 
that were both theoretical and practical, sharing al i Am 
as the work and experience of the many heads she ae er s d 
Tesults bulwarked the defense of experimentation an gave 


Couragement to further experimentation. 


15 Information from Aileen Molony, producer, October 1968; 
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The heads also told their own story as shapers and inheritors of their 
history. Freedom had resulted in experiments, and the teachers and heads 
wrote of them, contributing to the collection of experiences from which 
others were free to select. Play in the Infant School by E. R. Boyce was 
one such early and influential sharing of a very fully developed experiment. 
(This description of East End London children, in fact, brings to mind 
many analogies with American ghetto children. In the free atmosphere of 
the school, ‘children were encouraged in their spontaneous talk about 
everyday life at home and on the street, and much of the book is about 
communication.) The descriptions of good practice accumulated because 
many heads, actively participating in the process of dissemination, shared 
their experiments.!9 The process was two-way. The heads acted and were 
acted on. Experience collected from schools and heads was given back in 
the reports and in the literature disseminated to the heads. Reported ex- 
periences were tried, extended, reworked into new variations, and then tested 


again. It is no wonder that the similarities of practice are so great, even 
without prescription. 


In America, as the En 
teacher from the university. In England 


A deliberate change in the curriculum has been brought about not by the 
issue of programmes by states or universities as is often done in the U.S.A. 
but by pioneer work by teachers, clarified and focused by advisory services 
to teachers, and diffused on a national scale by in-service training in which 
self help has played a major and essential part.17 


And at another point, the Report again 


gives the credit for change to the 
teacher: “The willingness of teachers t 


© experiment, to innovate and to 
€ mainsprings of Progress in the primary 
schools.” 18 


THE HISTORY 


The reciprocal relationshi 


p between heads, the history of the idea, and 
the organizational and functio 


nal entity more than anything gave the in- 


16 E.g., Mellor, Marshall, Gordon, Sturmey, Ridgway, Daniel, and more recently 
and post-Plowden, Brown, Precious, 

17 Plowden, p. 236. 

18 Ibid., p. 423. 
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fant school development its peculiar continuity. One did not act on the 
other without being acted on in turn. The history was both inherited and 
Shaped by the heads; it was cumulative rather than a response to the 
urgency of the moment. The history, in fact, dates back to the founding of 
the first infant school by Robert Owen !? in the early part of the 19th 
century, and to Margaret McMillan's work, particularly her advocacy of 
open-air-type schools and compulsory medical inspection, and her work 
with young children in the slums of Deptford and Bradford that culminated 
in her successful campaign, waged in 1917, for permissive legislation and 
state grants for nursery education. 

Thus, even though nursery schools were not actually a part of state 
education until the Education Act of 1918, their influence on the infant 
school had a long history and, again, the history was reciprocal. In, this 
history, moreover, the development of both the nursery school and the 
infant school is inextricably linked, even up to the present time in the 
Plowden Report. Thus the Hadow Report suggested that the nursery school 
provide a center in which problems connected with the general develop- 
ment and nurture of children could be investigated. It suggested that the 
nursery school be supported as a model for possible applications in the 
infant school. 


We hope that the valuable ideas in the nursery school will be increas- 
ingly realised within the existing infant school system. Meanwhile it seems 
highly desirable that the nursery school should be developed separately 
and be left free to perfect its methods and to fulfill its special purpose. 
The infant school has admittedly suffered in the past from bookish and 


academic traditions; the nursery school is one means of counteracting 


these influences by extending upwards its own special tradition of health, 
of reasonable freedom and of joyous spontaneous pursuits. It is true that 
this new spirit which is found in the best nursery schools is a B be 
found in its genuine form in the very many infant schools. gp i heless at 
the present stage in the development of infant edurea on the nursery 
school has a value of its own as an educational instrument." 


Gardner, in her succinct presentation of the history of the nursery 
and infant schools, notes that Owen, setting up the first infant school in 
1816, wanted children out of doors as much as possible, that he wanted 
learning to come as a response to curiosity, that he wanted dancing and 
Singing. Even though his school was called “Infant School,” it anticipated 
the present nursery school movement by 100 years. Moreover, both Owen 
and Margaret McMillan held in common the concept of a child develop- 
ing in a natural way in a garden. Faced with the child labor of the early 
Industrial Revolution, Owen, one of the all-around men of that period— 


19 See Harold Silver (ed.), Robert Owen on Education (Cambridge, England: 


Cambridge University Press, 1969). 
20 Hadow, p. 108. 
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industrialist, philanthropist, economist, and socialist—wanted to preserve 
childhood for the children, at least until age 8. 

In any case, 19th century educators and reformers were always con- 
cerned with two-, three-, four-, and five-year-old children. Children of that 
age were in school, for one thing, and their presence in the infant school 
population produced an inevitable interlocking of educational ideas from 
the nursery and infant school level. In 1870, the date of English statutory 
compulsory education, the age for schooling was set at 5, but poor children 
of2 to 7, who were already in the infant schools, were allowed to remain if 
the schools could accommodate them. As life at home and in the streets 
made school an increasingly practical necessity—for children as well as 
their working mothers—it was seen that such accommodation could not be 
left to chance. By 1888, government reports were urging that ample ac- 
commodation be encouraged for infants under 5. Between 1870 and 1900, 
45 percent of the under-5 population was in school, and attention began 
to fecus on what was really happening in the schools. It was a time that 
bred reformers and, because concern for conditions in the schools was 
part of the general social concern for a better society, some of these re- 
formers worked in the schools.2! 

During this time, too, the followers of Froebel,?? active in England 
since approximately 1854, began to experiment with free kindergartens— 
the first founded in Marichester by the philanthropist, Sir William Mather, 
in 187323 In 1874, the London School Board invited the Froebelians to 
They set themselves up as an examining 
€ accepted as examiners by the Board, 
y of people who could give serious and 
roblems of educating young children. 
cantime, were no longer the Robert Owen 
and bursting, responding to their charges 
and with a class organization much more 
reminiscent of the monitorial system of Joseph Lancaster and Andrew Bell 
than of Robert Owen? "Payment by results" —the allocation of funds 


according to success with a specific prescribed attainment set for entry at 


21 Albert Fried and Richard Elman (eds.), Charles Booth's London (New York: 
Pantheon Books, 1968). 


?? See Friedrich Froebel, A Selection from His Writings by Irene M. Lilley 
(Cambridge, England: Cambridge University Press, 1967), and Evelyn Lawrence, 
Froebel and English Education 


23 Gardner, Education Under Eight, p. 7. 
24 Such organizations were adaptations within the 


: ; ‘ schools of the Industrial Revolu- 
tion's extension of the division of labor. Educati 


bor onal trends in England towards 
ananism were also reflected in these develop- 
hm Education (London: University 
i and also D. Salmon (ed. , Lancaster's Improve- 
ments and Bell's Experiment (1932). (ed), Lancaster x Imp 
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the six-year-old level—made this situation even worse (1862). This com- 
mercial arrangement did not extend downward below the six-year-olds but 
nevertheless, while it lasted, it held the infant schools in a straitjacket 
by its demands. The history of this period, in fact, describes an examination- 
oriented, prescribed, and narrow curriculum, though modifications were 
made as early as the 1870s. The system was abandoned in 1897, but the 
aura of it remained for a long time. Legal release was a necessary prior 
condition for change, but actual change was slower. Abandonnient of “pay- 
ment by results” did not, of course, mean abandonment of accountability. 
Accountability remained through the funneling of questions to a board 
of managers and in tum to and through the inspectorate. Changes in 
philosophy, in concept of standard, in desired result, gave new meaning 
both to responsibility and to the role of the inspectorate. Responsibility 
remained but it was responsibility to a new standard, a new evaluation of 
result, Released from “payment by results,” the infant school was freed to 
develop. e 

A series of government reports, referred to earlier in this chapter, 
began to guide infant schools towards new developments. The code of 
1902, repeating what had been urged in an 1893 circular from the HMI, 
included a statement on children’s needs for spontaneous activity? The 
School's goal was stated as support for the harmonious and complete de- 


velopment of the whole of a child's growth. o 

In 1905, a report of the Committee of Inspectors had the effect of 
stemming the direct public interest in the under-5s in infant school even 
while it defined the necessities of life for under-5s as later organized in 
the nursery school. It urged that under-5s be excluded from infant school 
because routine activity was mind dulling and restriction of movement was 
prejudicial to health. i 

If a better school situation could have immediately been put in place 
of the damaging one, the critique would have accomplished its purpose. 
If, immediately, nursery schools could have been set up to provide for all 
the three- to five-year-olds in a better way, if immediately, infant schools 
had been revised, the worthy motives of the Committee in protection of 
the children would have been served. In fact, however, the number of 
he state assumed responsibility declined. 


three-to-five-year-olds for whom t nsibi 
From the 45 percent of the three- to five-year-old population in the schools 
in 1900, by 1910 the population of three- to five-year-olds in the schools 


went down to 22+ percent and in 1930 to 13+ percent. The Hadow Re- 
Port lists 13 percent in 1932. - . 

A reconsideration of this state of affairs in 1907—when the medical 
inspectors found so many physical defects in the five-year-olds—helped 


25 Barnard, History of English Education, p. 171. 
26 Gardner, Education Under Eight, p. 8. 
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define the needs of the under-5s (no rigid timetable, stimulating experi- 
al instruction ) 27 

— Eie = stemmed the tide of under-5s leaving the 
infant school, however. The needs of only a small number of them began 
to be met outside the infant schools by the nursery schools, and when the 
1907 and 1908 reports recommended nursery schools, the way was paved 
for acceptance of the 1914 McMillan experiments. " 

Through Margaret McMillan's efforts the "umbrella of the State 
was again spread. The Education Act of 1918 included permissive legisla- 
tion covering education for under-5s, and the financial support, though 
limited, made possible the establishment of the excellent model nursery 
schools described and Supported by the Hadow Report. These did pro- 
vide,in a better way for three-to-five-year-olds—a few of them—but the 
War I period limited their spread. 
The next advance had to wait until 1933. The Hadow Report, realizing 
that just getting children out of infant school was not a sufficient answer, 


cussed in the same terms as it had been in the Report of 1893 as “the 
recognition of the child's Spontaneous activity" and “the 
complete development of the whole of the child's faculties.” 28 

In the period of great economic stress that directly preceded World 
War II, the building of new nursery 
Nevertheless, Gardner described bea 
children from 2 to 7 in Bradford and o 
that were triumphs of the nursery 


> Ieporting pioneer experiments, might be startled, but 
they confirmed the heads in their freedom as defined by the 1918 Code. 


27 Ibid., p. 8. 

28 [bid., p. 8. 

29 Ibid., p. 12. 

39 Jesse Mackinder, Individual Work in Infant Schools. 
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Heads acted, influenced by their observations, their concern, the reports, 
and, of course, by all the current intellectual ideas that they could use to 
bolster their convictions. 

In this way and even in the post-World War I period of economic 
stress, the private and free Froebelian kindergartens, the nursery schools, 
the 2—7 schools described by Gardner, and the influence of the examples 
and discussions summarized in committee and inspectorate reports, had 
resulted and were resulting in experimentation by more and more heads in 
revision of the infant school. o 

Revisions of many sorts—all necessarily adaptations to the physical 
circumstance of size of class—were motivated by observations of the pat- 
terns of learning, and by observation of the importance of concrete material 
for a child's learning. It is in this context that "overflow" into al! the 
Spaces of the school was an early revision. 

Even before Susan Isaacs had given a fuller rationale for the heads’ 
revisions, Montessori ?* ideas had affected these and had led heads *o ac- 
ceptance of the principle of individual pace and the responsibility for 
organizing the environment to allow this individual pace. Individual and 
group methods were applied at least to reading, writing, and number— 
even within the still formal structures in which a child's purposes were 
largely unrecognized. Project methods deriving from Dewey led to still 
Wider revisions beyond the individualizing of skills; they led to integra- 
tion of subject areas through activity. But in Isaacs's analysis the realities 
of ordinary life were preferred to the "culture epoch" approach to con- 
tent. Observation had led to a recognition that learning was at a peak 
When a child pursued it to further his own purposes. Many pioneers, 
especially after Susan Isaacs, were sure that “the highest peaks of the 
child's thought and learning were found in the situation of spontaneous 
and purposeful play." ** Project method, using the interests of the learner 
but unifying a whole group, was modified so that it offered many “starting 
Points,” with a stress first on a child’s “choosing” and finally on his “own 
question.” Individual work arising from individual interests remained the 
English focus. 

Gardner summarizes the critique of 


Modifications: 


the project method and its 


were quick to realise that one main interest or pur- 
the children . . . they themselves were aware 
dominant a role in order to keep all the children 
d in view, and that the real interests of certain 


Good teachers . . - 
pose will not satisfy all 
that they were playing too 
working with the same en 


The Absorbent Mind and Spontaneous Activity in Educa- 


31 i tessori, 
See Maria Montess Nancy Rambusch, 


tion. In the U.S., Montessori ideas were reintroduced by 


Learning How to Learn. 
32 Gardner and Cass, Role of the Teacher, p. 6. 
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children were either different from the beginning or became so after a 
much shorter period than the teacher was trying to maintain . . . what 
the children really wanted to do was generally equally rich in educational 
possibility if fostered and encouraged intelligently? 


Susan Isaacs's work?* as chairman (1933-43) of the first Research 
Department of Child Development at the Institute of Education, Univer- 
sity of London, deserves special mention in this history. The Hadow Report 
and her famous books (Intellectual Growth in Young Children, Social 
Dévelopment in Young Children, The Children We Teach) were almost 
simultaneous in publication and exerted enormous influence. A whole 
generation of advanced and mature students—future heads—studied with 
her the meshed emotional, social, and intellectual development of a child. 
She was, of course, in the English tradition of concern for betterment. In 
her youth a member of the University Socialist Federation, a lecturer to 
the London Workers’ Education Association, she was as a teacher a unique 
combination of scholarship and practicality, expressing both a drive for 
the deepest possible understanding and a concern to help make things 
better. 

Finally, wartime evacuation, involving teachers in caring for children 
in a very total way, made vivid for them the significance of "home" to a 
child. Teachers could understand with more sympathy both the parents' 
burdens and impatiencé and how within any or all of their impatience 
they gave tremendous and necessary support to their children. Almost every 
head I met had, as a young teacher, or as a young girl prior to training, 
lived with children in evacuation conditions. Their understanding of this 
evacuation experience was deepened by descriptions and analysis in the 
writings of Anna Freud and Dorothy Burlingham.** Susan Isaacs's memo- 
randum on experientia] deprivations in institutions contrasted the latter 
with the complex richness of a child's experience in his home and street 
and neighborhood.*® The teachers’ sympathetic understanding of the 
parents' role and of home life was broadened so that they were more willing 
to include parents closely in the working of the school and to incorporate 
into school life aspects of home experience. Thus, their conception of 
what school life could and should be, and of the inextricable wholeness of a 
child's life and his responses, was extended, as was their conception of 
their own role. 

. It is this history, which preceded the 1944 Act on which today's 
English informal education rests, that is still the base for all the campaign- 
ing, including the Plowden recommendations, to extend the nursery school 

33 Ibid., p. 5. 

31 See D. E. M. Gardner, Susan Isaacs: 

35 See Bibliography. 

36 Susan Isaacs, “Children in Institutions,” in Childhood and After, p. 232. 
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provision, and that will serve as base for the new Education Act now under 
preparation. In other words, this development—in the state schools— 
toward what I've described as the infant school entity, can be traced in a 
continuous line. At times the line's progression was slow and uneven. 
According to Gardner, for a period after the pioneers, teachers accepted 
change by imitating in a surface "fashion" way. Certainly some teachers 
had a conception limited to provision of environment, with little concep- 
tion of a changed teachers role implicit in the process of changing the 
learning environment. This, of course, is still sometimes true, that» a 
structure is set, the outer shell provided, without the infusion of meaning 
and life that can only come from understanding. Nevertheless, it seems to 
have been rather clear in the work of the pioneers that the role of the 
teacher was not just providing but was “providing for, following up: and 
stimulating, the interests and purposes of young children." ** The teacher 
had to have “the art of organising and planning an environment suited to 
children and a deep understanding of the needs of the children zs in- 
dividuals.” 38 

English educational history reveals adaptations, development—not 
breaks, The continuity of development in teaching method is described by 


Gardner. 


fant School education seems to require 


good teacher, but never the discarding of 
5.3 


Every fresh development in In 


additions to the equipment of a 
the qualities that made a really good teacher of the older method 


a refinement, a development in a continuous 
“We have never reverted to purely 
» 40 And she is able to confirm 
de dissemination of an entity 
hrough a sudden revolution in 
1944 of an idea already 


Current practices are clearly 
line, Thus Gardner is able to say: 
class teaching again in the Infant Schools. 
that the unity of concept underlying the wi 
such as I’ve described did not come about u 
1944 and since, but rather through affirmation in 
widely held: 


ivi sement in Infant Schools was well on its way in Lon- 
bos tenuis. Sn 1930 when I first went into many schools through 
becoming an Infant Education lecturer. aegre ape at college— 

$ —pi hools using play under Froebel influence were m 
eg E sabe i d the gospel to the State Schools. 


xi j bel-trained lecturers sprea 
[mee ha ] Inspector for Leeds, for example, exercised 


i ight, | 
x dude per in 1936 progressive Infant Schools were 


infl d when I went there 1 1 
so panem I could put all my 64 first year students into one for a first 


37 Gardner and Cass, Role of the Teacher, p. 18. 
38 Ibid., p. 2. 
39 Ibid., p. 2. 
40 [bid., p. 3. 
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school practice. The reason Susan Isaacs’ Intellectual Growth (1931) 
had so much influence was that it gave the ‘Why’s’ to the progressive 
movement and led others to feel confidence in joining the pioneers who 
were well at work before this book appeared and so ready to see its 
tremendous significance for their work. The War (1939) caused a tem- 
porary setback, owing to children and teachers being moved about so 
much and even after the war it was some years before schools were re- 


built and populations stable and rehoused. . . . Progress was not uni- 
form al! over the country. 


In describing the process of disseminating the infant school idea then, 
one describes an active process, an evolving process. Its history, from the 
national vantage of inspectors’ reports and Parliamentary Committees, is 
the dissemination^of case histories culled from actual practice in state 
schoóls. It is a history, furthermore, of early release from prescribed cur- 
riculum and fixed standard, of early official support for experimentation. It 
isa history of rootedness in the common social concern with the conditions 
of the mass of people, of shared analysis of the development and learning 
of children. It is only in the context of this history that one can provide 
à proper answer to the question often asked, "Why England, not America?" 


41 Gardner, in a letter to the author, May 14, 1968, quoted with permission. 
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chapter 4 


THE IDEA 


Rationale 
for Informal Education 


The literature that synthesizes a description of the infant school en- 
tity, including the multiplicity of illustrations and case studies, the Hadow 
Report, the Plowden Report, and the Nuffield case histories, had as its 
touchstone a view of how children grow and learn. Each report put itself 
into the context of a common voice by presenting this view in its initial 
Section—as rationale for practice. It was an analysis common to all and 
accounted for the infant school entity: the similarity within a nonpre- 
Scriptive system. It underlay the idea of informal education. 

The idea was indeed one of the conditions of informal education— 
€ven the key condition. As I came to comprehend this, the idea could no 
longer be dismissed as the "background of common premises" presupposed 
at the outset of this study. My observations had added facets that did not 
Entirely fit my previous premises, and so the idea had to be found by 
dissection. Such dissection started with my observations, continued with 
Bleanings from conversations with heads, and concluded with analysis 
of the literature that confirmed and sharpened my recall. 

169 
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Central to the conversations was always a child: What does he need? 
What is he interested in? What is he ready for? What are his purposes? 
How does he follow them? What are his questions? What is he playing? 
"These questions about children seemed to be uppermost in developing 
plans for the classroom, for plans were made not from the vantage point 
of a syllabus of demands which a child had to meet, but with relevance to 
children in the most immediate way. A plan fitted itself to a child. It 
was developed in response to the pace and internal pattern of his own 
growth and in support of his own purposes. It was developed through 
watching a child, studying him at his moments of deepest involvement in 
play. 

Play was important to headmistresses. They often talked of curiosity. 
They seemed to trust curiosity as a motive force. Thev seemed to trust 
that the forces of a child's development had a forward propulsion— "how 
else would he adapt at all?" "Their job was to keep this momentum going, 
to maintain it. But it was a child who learned and so he had to be allowed 
to do so. A free situation, activity, movement, a rich environment were 
just the implements, the ways of unimpeding a child’s own propulsion. 
The prototype of a teacher as controller, or “giver-out,” and a child as 

taker-in inevitably gave way to a different concept, still developing in 

England. With such an analysis as base, teaching gives way to helping 
learning. It is a difficult concept and its implications are still being €x- 
plored and reached for in the real test of actual practice. The first part of 
the idea, however—the centrality of a child's development and school as 
a support for continuation of this development—is certainly accepted. 

. The idea had long roots, its present unique integration and character 
being an offshoot strand, woven from many such strands, of the main root 
of the history of education—from Montaigne, Rousseau Owen Pestalozzi, 
Froebel, Montessori, McMillan, Dewey. Rereading the English formula- 
tions of educational ideas and practice that were familiar to me in another 
way in the United States, I understood for the first time the controversics, 
the intellectual probing, the relationship of each part to the whole. Respect 
for play and spontaneous activity as a child's natural way of learning, 
respect for natural development, came from these early roots. From 
Montessori came the technique of individual work of a child's own pace 
and progression, and the introduction into the alaston of more concrete 
materials to add to the already existent influence of the Froebelian “gifts.” 
From Dewey came the emphasis on the experiencing of social relation- 
ships and community, on learning generated from, a child's activities and 
his experiences. ‘The English continued to stress individual work stem- 
ming from individual interests, but the Sharing of communal functions 
and responsibilities in school was added to the accumulating implications 
of an educational method Supportive of natural levelsmenk 
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SUSAN AND NATHAN ISAACS 


Out of this background of eclecticism, too, grew the ideas of Susan 
Isaacs. Examining and questioning the research and researchers of her 
time—from Freud to Piaget—she searched for clarity. Her context of 
English educational history and thought and the realities of the developing 
English educational organization modified all ideas and practices, American 
or otherwise, as she absorbed them. With the way paved by a climate of 
opinion supporting education as implementing the natural development*of 
children, her work found a receptive audience. She joined this conscious 
continuity of English development without resting her ideas solely and 
separately on her psychoanalytic insights, using the combined insights of 
past and current thinking, her self-awareness as teacher and human being 

ul observation and study of children. From this 


and, most of all, her caref 
study, Susan Isaacs produced solid evidence to bolster what had been 


largely a philosophic belief, and English ideas on education were thereby 
deepened. She gave an objective base, in the context of genetic psychology, 
to previous generalities on natural development, on the deep connections 
linking inner and outer reality, emotional and intellectual life 

The connections between Susan Isaacs’s developmental descriptions 
of children and actual school practice were still further spelled out in the 
writings of Nathan Isaacs. Isaacs developed the implications in his wife's 
work on intellectual development and reconciled these with Piaget's 


analyses of the development of the mental structures in a child. The slight 


differences between Susan Isaacs’s and Piaget’s analysis, probed in a 


mutually respectful exchange of letters, were made compatible. Nathan 
Isaacs accepted as corrective to previous estimates of developmental time 
Piaget's descriptions of the long process of constant accommodation and 
reaccommodation before the formation of logical relations. Susan Isaacs had 
considered Piaget's description an inflexible doctrine of stages in this time 
process. This she called a “pseudo-biological sequence, totally independent 
of experience.” ? Her own view was that stages were broadly descriptive 
of levels of development and sequence. It was not hard for Nathan Isaacs 
to reconcile these positions. And with this reconciliation, Nathan Isaacs 
demonstrated to English teachers the reinforcement to their own beliefs 
that could come from an understanding of Piaget? His contribution is 


considered monumental. 
1The arguments that linked inner and outer development were further 
strengthened by Ruth Griffiths’s analysis of painting and intellectual development, 
Imagination in Early Childhood. : 
2 Dicit Isaacs, Intellectual Growth in Young Children, p. 67. 


3 The English emphasized the prime importance of Piaget's analysis of carly 
assimilation and accommodation as well as his analysis of the development of a 


child's ideas of number, space, etc. 
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From the Froebel Institute, from the Nuffield Foundation, from s 
analyzers of informal education, have come Writings which ac c 
formulations of the two Isaacs as core for the continuing — m 
extension of the definition and application of informal education. ih 
formulations confirmed the conclusions of their own systematic pw 
tion of children, and made clear the continuity in the thinking of English 
informal educators on how children learn, as well as the consensus on 
the informal'organization of the infant school. 


The Plowden Report, absorbing all of this past, reaffirmed this com- 
mon context of idea basic to English infant education. A child, the Re- 
port affirmed, is active agent in his own learning, and the internal processes 
of mental structuring and restructuring contain their own self-perpetuating 
propulsion. The Plowden Report defined the school role in terms that 
follow this analysis: provision of environment to support a child's in- 
dividual and unsegmentalized development; inclusion of the play life that 
is vital to a child's reconciliation of inner and outer reality and that is 
vital to his development of judgment and discrimination; allowance to each 
child for the time necessary for his own individual mental synthesizing. 

The Plowden summary is only a summary. Presented in more full- 
bodied detail filtered through all these roots and the more recent ean? 
tributions, the English idea based itself on the knowledge of the child’s 
development gained from study, much of it a kind of "watching," a sys- 
tematic observation of a child acting spontaneously in a natural situation. 
The attempt is to understand the meaning of each piece of a child's de- 
velopment in a total context. While all research was used, Susan Isaacs's 
critique of research methods was certainly accepted. 


Without such a background of the total responses of children to whole 
Situations, partial studies of thi 


5 or that response to limited experimental 
problems may be no more than sterile and misleading artifacts.5 


One could take point after point of those appearing on the various rating 
Scales or developmental Schedules, and show how far they are from being 
single trends which can be measured in themselves apart from specified 
total situations.9 


Most important, about children under five years she noted, “what a child 
does for one person under certain conditions is not a reliable index of 


what he may do for another person in another situation.” 7 (Italics in 
original) Elsewhere she continued: 


4 Plowden, pp. 187, 193-95. 


5 Susan Isaacs, Social Development in Young Children, p. 4. 
5 Ibid., p. 8. 


* Ibid., p. 9. 
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For our own convenience in study, we may pick out n 

another of the aspects of growth, but they mr SES D pri Nor 
can we ever say that one dominates the rest. It is always the whole child 
who plays and laughs, who quarrels and loves, who thinks and asks ques- 
tions, through all the hours of his day and all the years of his childhood § 


It is in this frame that the Plowden Report criticizes behaviorist learning 
theory and any analysis based on the theories of segmentalized learning.? 


e 


A Child: Active, Unique, Whole 


The students of child development in England see each child as 
unique and active in all aspects of his individual development. No one of 
these aspects can be separated, they reason, because development «rests 
within the whole that is a child. These three characterizations of a child— 
as active, individual, and whole—are focal to English analyses. It is only 
for purposes of definition that the characterizations, always intertwined 
in English discussion, are separated. 

i Recognition of a child's active thrust, described also as curiosity, is 
in the English view unavoidable, for “without some native drive towards 
active growth normality would not have been achieved at all.” !? It is this 
active growth, a child's active construction and reconstruction of his own 
development, that is described in Nathan Isaacs’s explication of Piaget: 
hole has made plain all the vital education that goes 


ntly of the set educational processes, and 
before those processes have even begun. 
Indeed, by far the most important portion of his intellectual growth is 
achieved by himself, through the direct working of the interchange cycle 
by which he actively learns to take in all the main features and the 
general make-up of the physical and social world around him. 


Piaget's work as a w 
on in the child quite independe 
above all in his first few years, 


This process of absorbing and organizing experiences round the activities 
that produce them Piaget calls “assimilation.” He regards it as our most 


fundamental process of learning and growth, which indeed goes on for 
the rest of our lives. However, ‘assimilation is always being modified by 
an accompanying process of accommodation. Many situations or objects 
resist the activity patterns the child tries on them, and in so doing im- 
pose some changes on these patterns themselves. Still others yield new 


results which go to enrich the range or scope of the patterns.!? 


ve thrust, this assimilative, accommodative process is always 


"This acti 
dividual, and development is in this 


individual. A child is born a unique in 
8 Susan Isaacs, The Children We Teach, p. 80. 


9 Plowden, p. 192. , , 
10 Nathan Isaacs, Piaget: Some Answers to Teachers’ Questions, p. 15. 
11 Nathan Isaacs, New Light on Children's Ideas of Number, p. 35. 

12 Nathan Isaacs, The Growth of Understanding in the Young Child, p. 9. 
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individual. His world of inner needs and meanings is personal, "e và 
in the human relationships into which he is born and with people w xs 
world has been equally individually determined. He has particular, dci 
bits of experiences and particular, specific expectations, and it is amies née 
he brings to his relationships—mecting. people with differing pee m 
and expectations. His development is individual and uneven in patte : 
and pace and made even more individual by the personal route of his in 
terests. Having made these observations, the English do not strive fer 
seek to produce individuality. They recognize it, and the individuality = 
learning—in process and in product—underlies all discussion of theory 
and practice in English education. f 
The active and individual process of assimilation-accommodation- 
reaccommodation occurs within a child who is a whole—uncompart- 
mentalized, unsegmentalized—with his social, emotional, and intellectual 
development inextricably linked. The links are forged from the very nature 
of a child's existence in the world with others. The English description of 
these links gives additional meaning to the accommodative and reaccomoda- 
tive process, to the restructuring and correction of the first learning. All 
familiar education Components are reexamined in this context. 

The wholeness, the inextricable links, long predate school. There can 

be no separation of inner needs and outer adaptations. A child is born into 


the human relationship? and thereby immediately into adaptation with 
another who is separate, 


It is the child’s first experience of instinctual frustration, or unsatisfied 
longing for food and | 


love in the intervals between satisfaction, which 
provides the first stimulus to his appreciation of the external world. When 
he wants the breast and it is not there, he cries out for it and eventually 
it comes to him. When he wants warmth and comfort and sheltering 
arms, he can obtain these by his cries directed to those who will bring 
him what he wants. But Some gap between desire and satisfaction there 
must inevitably be, and sin 


ce it is persons who bring the child relief, he 
apprehends his dissatisfactions in personal terms.13 


But while his world is personal, it is never separate. 


. . . his external world, as soon as knowledge of it begins to awaken, is 
understood very largely in 


€ terms of that with which he is already familiar 
—himself and his own feelings.14 


His inner needs are the force for his outer adaptations, but they are neces- 
sarily exercised in a context that makes for adaptation and development. 
From the very beginning his unique development, both emotional and in 


13 Susan Isaacs, Social Development, p. 288. 


14 Ibid., p. 286. 
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tellectual, is affected by the reality of his environment and the reality of 
his relationships with the people in that environment. 


As with all mammalian young, the child's first relations are with his 
kind rather than directly with the physical world. . . . But whilst rec- 
ognising this . . . one cannot shut one's eyes to the influence of direct 
contact with the physical world. The child makes a partial discovery of 
the limits which the physical world sets to his activities surely almost as 


carly as he comes to know other human beings as persons.!5 
[4 


Reaccommodation: Fantasy and Play 


The discrepancies between what children expect 
people and what they actually meet in interaction with these are an impetus 
for the reaccommodation that is also one of expectancies. Susan Isaacs dis- 
cusses the corrective to fantasy that children derive from real experience: 


of the world and of 


. . . phantasy itself more and more takes up reality into its own tissue 
... there is a progressive penetration of feeling and phantasy by experi- 
EnG: v att 

What imaginative play does . . - is to create practical situations. . - M 
true that the first value Which the physical world 
hich to project his personal wishes 
£ interest in it is one of dramatic 


Whilst it is certainly 
has for the child is as a canvas upon w 
and anxieties, and that his first form o 1 
representation, yet, as I have already urged, this does not prevent him 
from getting direct actual experience of physical processes. Physical events 
become, in fact, the test and measure of reality. There is no wheedling or 
cajoling or bullying or deceiving them. Their answer 1s yes or no, and 
remains the same to-day as yesterday. It is surely they that wean the 
child from personal schemas, and give content to objectivity.” 18 


Ruth Griffiths similarly speaks of fantasy and its necessary role in 


intellectual development: 


Imagination is, in fact, the child’s method not so much of avoiding the 
problems presented by environment, but of overcoming those difficulties 
in a piecemeal and indirect fashion, returning again and again in imagina- 


tion to the problem, and gradually developing a socialized attitude which 
finally finds expressio 


n at the level of overt action and adapted be- 
haviour.!? 


15 Susan Isaacs, Intellectual Growth, p. 79. 


16 [bid., p. 107. 
17 Ibid., p. 99. 


18 [bid., p. 80. , E 
= Griffiths, Imagination in Early Childhood, pp. 353, 354. 
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The importance of the external environment, of play, of a free situation 
in which a child can use the environment and play, all are implied in 
these analyses of reaccommodation, these analyses of how expectancies are 
corrected. . . . —« 
At no point was play conceived by these thinkers as an "extra, B ith 
out bearing on intellectual development. Even in its important function of 
pleasure and release it was always related to learning. As Susan Isaacs 
stated: x 
e . "T 
Play is the child's means of living, and of understanding life.2 


. it helps him to achieve inner balance and harmony through thc 


active expression of his inner world of feelings and impulses, and of the 
* people that dwell in his inner world 21 


Play was related to reworkings: 


c 


The child re-creates selectivel 


y those clements in past situations which 
can embody his emotional or i 


ntellectual need of the present, . . 22 


Thus, though the first impetus to re-creation was the inner pressure of 
feeling and fantasy, the re-creation was made in an external world, with 
children using external, things, being forced to adapt, and thus led to 
correcting themselves by the encounter. And sometimes the re-creation, 
which implied a remembering of past fecling, implied also an ability to 


see what cohered, what went with what, what future was implied in the 
past. 


Peel sums this up, restating it in Piagetian terms: 


Play also has an important róle in the intellectual growth of the child, being 


at once the cause and expression of changes from egocentric to objective 
judgments and of growth of language and of reversible action and judg- 
ment.23 


Reaccommodation: Social Interchange and the Adult 


It is not only a child's play but his relations to other people, even as 
he plays, that lead to Corrections, reaccommodations, better adaptation to 
reality, and finally, learning. The intense €gocentricity of a child, intel- 
lectually and emotionally, is corrected through companionship with children 


20 Susan Isaacs, Childho 
21 Ibid., p. 69. 


22 Susan Isaacs, Intellectual Growth, p. 104. 


23 A A. Peel, The Pupil's Thinking (London: Oldbourne Book Co. Ltd., 1960); 
p. 61. 


od and After, p. 66. 
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and interaction with their different purposes and points of view. From his 
companionship with other children he gains perspective about adults in his 
life, and can find allies against their pressures. Since social interchange, dis- 
cussion, and differing points of view are essentials for this operation of the 
challenge of discrepancies, a free social situation is necessary. This free 
social interchange is "fed" best in a challenging atmosphere, rich in 
possible activities that can provide the "stuff" of discussion. The need for 


the free social interchange is expressed by Susan Isaacs: 
LJ 
... if we deprive him of free speech with his fellows, we take away 
from him one of the most valuable means of intellectual and social 


growth.*# 


It is not the mere presence of other children but active participation with 
them, doing real things together, an active interchange of feeling and 


experience, which educates the child.25 : 


om the actual relation- 


The correctives to discrepancies that result fr P 
lled out in the basic 


ships help define the adult role. That role was spe 
biological relationship of care and the basic obligation to allow a child's 
growing away from his need for adult care. It was spelled out, too, in the 
adult's obligation to provide and to extend the environment as necessary 
for each child's learning, and in the adult's obligation to offer the correc- 
tives of reality and discussions of additional and alternate possibilities that 
might encourage and support a child's own restructurings of his first refer- 
ence frames. Much of Susan Isaacs’ Intellectual Growth in Young Children 
is an account of such discussions and the resulting corrections and self- 
corrections. 

. . we tried to use our parental powers in such a way as to reduce the 
children’s need for them.?* 


for satisfying his emotional and social 


To shirk rade the responsibility 
ve hee T t as bad parents them- 


requirements is for society's representatives to ac 
selves.27 

teach the child, nor can he learn for him. All 
te such situations as will give the child op- 
portunities to learn for himself. In this regard he has to control the social 


i t of the child as well as the physical, in order to make it 
positis bor the child to learn. The child can, however, learn only by his 


. . . the educator cannot 
that he can do is to crea 


24 Susan Isaacs, The Children We Teach, p. 171. 
5 Susan Isaacs, Childhood and After, p. 226. 

6 

T 


5 
26 Susan Isaacs, Intellectual Growth, p. CR 


27 Susan Isaacs, Childhood and After, p. 
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own real experience, whether social or physical, and the educator must 
not stand between the child and his experience.?$ 


Because the actual reality in which a child lives is the corrective 
impelling him to new accommodations, the adult's role should be mild, 
sane, but strong enough to support a child's growth, strong enough to help 
him to further reaccommodations. 

G 

Words, verbal commandments, abstract principles, have no significance 

except in so far as they are embodied in the actions and the personalities 

of the people upon whom he is dependent. What parents and teachers are, 


and his real experience of them, is infinitely more important than what 
they profess gr claim to be, or tell him he ought to be.2 


“ Jf he neither finds fulfilment of his phantastic dreads in the outer world, 
nor is left at their mercy in his inner world by having no external sup- 
port, but is slowly educated by a tempered, real control, mild and under- 

© standing, appropriate to each situation as it arises, he is led forward on 


the path of reality and towards all those indirect satisfactions in the real 
world, the sublimatory activities 20 


All of these—real experiences in play, in social life, and in com- 
panionship with other children and adults—are the avenues of correctives 
to a child’s inner fantasies, necessarily played out in an external world. 
They are the avenues of correctives to the discrepancies of a child’s first 
structurings, and the process of learning in these many ways can be sub- 
sumed under the infant assimilative-accommodative-reaccommodative drive- 
This drive is the bedrock on which the English rest their belief in the 
active thrust of development, in curiosity. It is on this that they rest belief 
in play, in experience, in the wholeness of children as emotional, social, 
and intellectual beings, their belief in a child’s active individuality. 


Language and Experience 


The English analysis of this prior- 
their discussion of the relationships of 
Isaacs emphasized in all her books the i 
talk to her child, the stimulation to lan 
stimulation as the English see it occurs j 
action and experiencin 


to-school learning also permeates 
language and experience. Susan 
mportance of the mother's early 
guage from ordinary living. The 
n an active relationship of inter 
& not only in a verbal relationship. 


Obviously, the argument has never been about the importance of 
language. The English are a literate people. 


28 Susan Isaacs, Social Devlopment, P. 453. 
29 Susan Isaacs, Childhood and After, p- 219. 
30 Susan Isaacs, Social Development, p. 421. 
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It is only as [a child] learns to use wi 

y as [a a ords that he can effectivel 
upon the experience of other people and deal with abla pod 
mediate and concrete than those involved in actual handling of material.? 


Equally, the argument is certainly i 
ually, y not about the import: f 
child’s development of language. ipic. 


[A child] has little power for sustaining conversation as such, and 

the opportunity to talk with people who talk well. cong eed ps 
children who will listen to what he has to say and respond appropriately 
are of far more value to him than specific lessons in clear speech.?? 


But, the impulse to speech and the development of speech involve more. 
It is under the stimulus of wishes and emotions that language develops 
most freely and fully.” * And this stimulus, these drives, are exerted in 
interaction with an external world. “It is only in the most intimate coatact 
with activity and actual experience that he begins to talk freely and to 
exchange ideas.” ?* Thus, on verbalism as a mode of teaching a child new 


material, Susan Isaacs writes: 


. words are only tokens of experience, and, are either empty or con- 
enough immediate experience 


fusing to the children until they have had 
hildren, words are valueless un- 


to give the words content. With young c 
oin of things and doings. They have their 


less they are backed by the true c 
own place as aids to experience, and to clear thought about experience? 


The evidence . . . shows . . . that one of the main stimuli to the ex- 
pression of reasoning in words comes to young children from their prac- 
tical interests in play, and from the discussions and arguments which these 
play interests give tise to. When occasion calls for it, they break into 
theoretical statement, although they cannot yet sustain verbal thinking.8° 


Verbal reasoning ation of judgments are no more than 
wave-crests upon the flow of young children's thought. . . . Verbal think- 
ing can hardly ye' i in its own right, in the earlier years. 
It draws its vitality from c obler r i 
and of manipulation in which it takes its rise, and the solution of which 
it furthers.97 


51 Susan Isaacs, Childhood and After, p. 61. 
32 Ibid., p. 60. 

33 Ibid., pp. 60, 61. 

34 Ibid., p. 60. 

35 Susan Isaacs, 
36 Susan Isaacs, The Child: 
87 Susan Isaacs, Í ntellectual 


Intellectual Growth, p. 40. 
rhe ren We Teach, p- 168. 


Growth, pp. 84, 85- 


180 The English Infant School and Informal Education 


Verbal Reasoning and Preverbal Logic 


The earliest learning, the prior-to-school learning, could not be taet 
for granted in order to concentrate on what came later. Study of ee 
thinking, for one thing, could not begin with verbal reasoning; the earli a 
learning was, in effect, a preview of the later verbal reasoning, which et : 
be inexplicable on its own. A child's manipulations and actions hac 
cóherence, a sense not matched by his unstable, feeble verbal reasoning. 
This coherence revealed the whole network of his earlier learnings, his 
adaptations. The preverbal working logic of a child—the frame of the first 
accommodations lie made from his engagement with outer reality—was the 


basé for the later development of his ability to formulate logically, to think 
in language about experience. 


' Right from the start we build up in our minds a kind of working model 


of the world around us; in other words, a model of a world of persisting 


and moving objects and recurring happenings set in a framework of space 
and time and showing a regular otder.38 


. . . though he starts from practically 
ing, buzzing confusion” of his first 
mind, by the age of 5-6 
his surrounding world 329 


nothing but the familiar Nu ed 
ew wecks, there is formed in p 
years, a far-reaching functional working model 0 


His verbal thinking, however, lags far behind his practical logic. He can 
deal with the problems of right and left, of degree and order, and 0 
social relations, in practice, long before he can handle the same issues 1n 
words, and in thought divorced from action.40 


The discussion of verbal thinking in the context of its prehistory 
had its parallel for all forms of learning. Susan Isaacs stressed that all com- 
plicated ways of functioning had beginnings in prior growth, psychologically 
and physically. They were not independent, Separate, newly-appeared a 
ties, but had a history of implication and of possibility. The menta 
process as it unfolded was Propelled by its own prehistory. The beginnings 
may have been momentary and unstable, unmaintained in the balance O 
forces and meanings in which they appeared. But their appearance at all, 
the conditions under which they appeared and what happened to them 25 
they appeared, was part of the history of their new function in a new stage 
of development. New "stages" were descriptive of a major balance of 


88 Nathan Isaacs, The Growth of Understanding, p- 11. 
39 Nathan Isaacs, New Light on Children’s Ideas, p. 35. 


40 Susan Isaacs, The Children We Teach, p. 155. 
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drives and major functions. In between the stages the lines were blurred 
and unstable. Susan Isaacs described the unevenness of the pattern of learn- 
ing in the individual, or the “many disparate types of behaviour coexisting 
in the same children": : 


Thus any final theory of development must allow for the fact that these 
different levels of functioning may occur alongside each other, and that 
the presence of one type of behaviour under certain conditions does not 
justify us in assuming that no other would be found at the same age, in 
different circumstances. Intellectual growth certainly shows a psychological 
coherence; but this coherence has the elasticity and vital movement of a 
living process, not the rigid formality of a logical system. It is most fully 
expressed in the continuity of development in noetic synthesis, and in the 
way in which the later and more highly integrated ferms draw their life 


from the simpler and earlier.*! ó 


The Case for Continuity , 

Unevenness and individuality of patterning in the learning process 
make even stronger the case for continuity. Nathan Isaacs quite explicitly 
urged the educator to intervene only in ways “continuous with the real 
structure that is already there.” 42 He stated that the educator must be 


aware of this real structure because the learning that predates school, that 


is, the prehistory of school learning, is the base for School learning. 


Certainly outward teaching which is not related to inward growth, and 
to the stage which this has already reached, becomes peculiarly futile 
and meaningless—as meaningless as progressive educationists have long 
contended it to be. By the same token any approach which is not based 
on clear and full understanding of that growth must inevitably fail, even 
if the utmost will to educate from within is there? 


adult role and therefore of 
lized character of the as- 
derstood, its continuity 


ligations of the 
unsegmenta 
hould be un 


It was inherent in the ob 
the school that the individual, 
similative-accommodative process $ 


fostered, on 
The adult has the obligation not only to provide continuity, but also 


to provide extension. A child’s prehistory of development propels him and 
readies him for further experience. The adult and the school provide 
experiences that a child can use to extend and correct his previous con- 
clusions, whereupon new possibilities are posed. But a child’s use of all new 


41 Susan Isaacs, Intellectual Growth, p. 97. E 
42 Nathan Isaacs, New Light on Children’s Ideas, p- 36. 


43 Ibid., p. 35- 
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material is dependent on his own ability to make connections from new 
E wm same was felt to be true of the adult's and the school's obligation 
to allow time. Piaget's research indicated that a child needed time for all 
his very gradual adaptation to reality, a prolonged time of active engage- 
ment with the many concrete situations in the environment. The school's 
obligation was to allow more time than had previously been thought neces- 
sary, to allow whatever time was needed by an individual child. 


e 


The School Environment 


Following from such an analysis of the primary process of interac- 
tion, the provision of rich environment is not just as su 
ment or as "aids to teaching," 
on which accommodation, and 


and stretching of the frame of 


pplemental enrich- 
but as the material of action, the material 
therefore further reordering and rebuilding 
reference, happens.** It is the rich environ- 
ment experienced in differing ways that is the "stuff" or material of dis- 
cussion. As expressed by Nathan Isaacs in an analysis derived from Piaget, 
because human mental growth "springs essentially out of the interaction 
between the child and the world he finds around him, .. . [and] the 
character of that world must bc constantly affecting his growth," the 
quality of the environment becomes important. Growth will, to some 


extent, turn on the "helping or hindering features of the world." 46 Fitting 


Piaget’s view to his own linking of inner and outer growth and the im- 
portance of the environment, Nathan Isaacs says: 


Piaget’s basic view of the Very process of inward growth is . . . pivoted 

the continual cycle of interchanges between the child and the outward 
world: his action on that world and its reaction on him, It is this cycle 
that is the very motor of the child’s mental advance, which proceeds by 


a constant thythm of in turn assimilating outward reality and accom- 
modating to it... . Thus outward reality is as all-important for inward 
growth as the inward impetus in the child himself.47 


world, are included in the term “out- 
nwhile 


44 Nathan Isaacs, P; 
45 Ibid., p. 18. 
46 Ibid., p. 19. 


47 Nathan Isaacs, New Light on Children’s Ideas, p.35 


iaget: Some Answers, p. 17. 
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Curiosity and A Child's Own Question 
epared that allows engagement with the world to 
the active thrust of a child as agent of his own 
p ted to extend his engagement. “A really rich 
and stimulating school environment engenders interests which in turn 
engender the energy to pursue them.” 48 j 

And so the implications of believing and trusting in the description 
of a child's active thrust of development, the active and independent nature 
of the assimilative-accommodative process, become clear. The school must 
allow a child to be the active agent. It must be aware of and use a child's 


question, a child's purpose. A child's own question arising through his-own 
RUM is what will forward the next step in learning. The Nuffield 
eacher s Guide, in fact, insists on the necessity for a child's own question: 


Tf a setting is pr 
continue, then curiosity 
development—can be trus 


w of children’s questions, we may be sure 
that, although they will often accept problems other people put to them, 
their own mean more to them. When they are allowed to exchange other 
people's problems for their own, it is striking how much more en- 
thusiastic and ready to apply themselves they are. Their o i 


seem to be the most significant and to result most often in car 


vestigations.? 


.. . however little we kno 


that is stressed in this discussion, 
tion of his learning. A child 
the experiences he 


the active thrust 

rning of a child's integra 
of his development by 

tions he asks of these. 

ysis in another con 


It is however not only 
it is the individual patte 
helps determine the direction 
chooses to pursue and the ques 

Susan Isaacs applies this anal 
cusses how we can help fatherless children. 


text when she dis- 


his own way out. Just as children show 
their difficulties in s, so they will find different ways of 
overcoming them, whatever sort of help we give. We cannot determine 
the ultimate effect of his experience upon the child's character and social 

his development shall take this line rather 


attitudes. We cannot say that i 
than that, nor decide what sort of person he shall become in the end.59 


Moreover, the child has to find I 
different way: 


in the free situation. The free 


e the active agent only i 
s of a child to interact with reality. He 


rections. A child must find a solution for 


_ A child can b 
situation allows the expectancie 
finds discrepancies and makes cor. 
d E. Hitchfield, Teacher's Guide to Reading Piaget, p. 165. 
Science, Teacher's Guide 1, p. 28. 
hildhood and After, P- 193. 


48 M. Brearley am 
49 Nuffield Junior 
50 Susan Isaacs, C 
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the problem he was searching to understand, a solution that a age 
of the observations he has made. Discussion may help a child locate n 
problem more clearly but the adult cannot decide in advance on 
suitable solution or even the path to a solution. 


7 i ing is the bit which 

d if the next most relevant piece of understanding is the bi 
(Ces into the pattern already existing in the child's mind, it "iu e 
impossible for a teacher to predict what it will be. I t will at wee id 
different for every child in the group, and only the individual child is 


^ able to ask the question which will be most significant for himself." 
(Italics in original) 


This formulation—a child's “own questions," his “own purpose"— 
is a. combining of activity and individual interest, but in a more ae 
ticated way. Nathan Isaacs speaks of this as an in-depth application o 
Dewey's concepts of democracy to a child's psychological development. 


The integrity of a human person is one and indivisible, and if we das 
to respect it, the time to begin is when he first begins. And that holc 
all the more because for so long his integrity depends utterly on those lis 
natural authority over him. They claim, indeed, not only the right but t 1 
duty to rule and mould him, and up to a point this is quite enn 
vertible; but the real question is whether it shall be deliberately restricted 
to the unavoidable minimum. . . . For those who fully accept the pee 
ciple of respect for each person's integrity the answer is not in doubt. kor 
them the future individuality of every child is a trust, to be honoured 
the utmost attainable extent from his earliest years.5? 


It follows . . . that he must do his own growing... . We must under 
Stand . . . how dependent it is on the child's own positive assimilativ 


and integrative activity; and how much it needs to be continuous and © 
one piece.53 


A child can even correct his very poor image of himself as weak or help- 
less by finding out all he can do in being active. A necessity for a child's 
future growth, in fact, is that he be 

that he conceive of himself as active 


choices. 


If he has the chance to develop manipulative and creative skills, to share 
in the social and practical life of his home, to be active in learning ? 
school, he gradually comes to beli 


51 Nuffield Junior Science, Teacher's Guide 1, p. 28. is 
5? Nathan Isaacs, What is Required of the Nursery-Infant Teacher in Th 
Country Today?, p. 4. 

53 Ibid, p. 5. 
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as well as take from them, can make a real return for what has been 
done for him when he was weak and helpless. Only active learning, how- 
ever, and active social participation and interchange with those who love 
him and give him responsibility can build up in him a confidence in his 


own future.5* 


These are the ideas basic to English infant education—summarized for 
s of Susan Isaacs and from Nathan Isaacs's 
They are ideas of the wholenéss, the con- 
f development, of the need for time. They 


are ideas of individual and actively independent development, a develop- 


ment propelled further by its own prehistory and by the active thrust of 
curiosity and individual purpose. In this analysis, development results from 
each child's constant unique interactions—his integrations and reintegra- 
tions and the constructions and reconstructions of his understanding—within 

an outer reality that is 


the human relationship into which he is born, in 
Social as well as physical. 


1 Nathan Isaacs applie 
activity” methods, to infant school practice. 


the most part from formulation 
use of Piagetian formulations. 
tinuity, the cumulative nature o 


d these formulations to the defense of English 


t Piaget’s fundamental psychology of 
ts such methods, but decisively de- 
ach over virtually the whole front 
he only one that makes psycholog- 


It can, I think, be fairly said tha 
mental growth not merely suppor 
mands them. A radical “activity” appro: 
of education is in fact now shown to bet 
ical sense. . . 5 


This was a real stiffening of the past formulations of the English in- 


formal tradition which had interpreted the school's role as one of nurtur- 
ance and the simple implementation of a child's development. It de- 
manded further extension of “activity” methods over the whole front of 


education,” not only experiments or even only infant school. 


The Formal School 


. The old way, the formal way 
sistent with the facts of developmen 


, was analyzed and discarded as incon- 
t. Peel says: 


their intellectual development has 


Up to this stage [of formal schooling] 
treni in tine K a “natural” environment from which they take just 


what is required for their particular stage of thought-growth. But now 
the environment is no longer “natural,” instructions are given, skills are 
developed and verbal and numerical habits formed that may outstrip the 


level of thinking reached 5^ 
54 Susan Isaacs, Childhood and After, p. 234. 
55 Nathan Isaacs, Piaget: Some Answers, pP. 7, 8. 


56 Peel, The Pupil's Thinking, p. 64. 
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But what, in fact, is this formal school, this usual concept of “teach- 
ing"? Nathan Isaacs sums this up unforgettably, in words whose aptness go 
far beyond the English scene. 


. . . the teaching situation so conceived involves lifting the child right 
out of the context of his living learning—with its own motive-springs 
and starting-points, its active stretching-out and all its rewarding own 
achievements—and setting him down in a sort of “looking-glass” world 
where things virtually go by opposites. Here he must acquire a new way 

e of life (oddly known as “learning”), which is essentially behaving to 
order, under continuous verbal direction. Nowadays, of course, this no 
long starts abruptly and in full force; most children are allowed quite a 
long period of transition. But in the end they must fall in with the real 
aims and rules for which they are being sent to school. 


to some master plan of which they know nothing, to various labelled but 


otherwise unknown destinations. ‘These they must patiently wait to learn 
more about when they begin to get there.57 


It ae shattering formulation but one’s experience underlines its undeniable 
truth. 


operates is not the travesty it might look, but a de 
actually works out, psychologically, fo 
children.5s 


57 Nathan Isaacs, Piaget: Some Answers, p. 14. 
58 Ibid., p. 14. 
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Where the education is half-successful, Isaacs attributes the success to the 
out-of-school learning which has fused with some of the school learning. 


. true mental growth will continue 
rmed, and . . . these self-educa- 
d fuse with the more congenial 


Of course in a number of cases . . 
outside school, strong interests will get fo: 
tive processes may eventually pick up, an 
parts of school education.5? 


In 1932, in The Children We Teach, Susan Isaacs offered specific 
applications of this theory of how children learn in order to encourage 
change in the schools. Moreover, the aims of her Malting House School 

re not so far from the aims and 


and her description of its activities we 
Thus, it was never ónly theory. Susan 


activities of today's infant schools. 

Isaacs identified herself with teachers, she worked for the British Nufsery 
Association, she taught a whole generation of advanced students at the 
Institute of Education, University of London. She linked herself to applica- 
tion in the schools. She said: 


dren and a student of Dewey's educa- 


I was a trained teacher of young chil 
bout Freud. . . .*° 


tional theories long before I knew anything a 
. . . I do not hold that any entirely new or innovatory educational prin- 
ciple emerges from this deeper understanding of the child’s relation with 
his parents or fellows. Such is hardly to be expected, 


and gifted teachers have long known how to treat little children satisfac- 
torily.9 

ols better, and out of concern. 
felt the responsibility 
of all children. 

this kind of learning? 
speaking for the 
13, contends that 


She wrote out of a commitment to make scho 
She and all the forementioned English educators 
to apply all the results of their study to the service 

And how long should a child be helped with 
And how continuous should it be? The Nuffield group, 
junior education that now in some cases goes UP to age 


the answer is indeterminate. 


the extent of the experience required will 
take is unpredictable, but it 
The evidence 
concepts, but 
materials and 


The ti ; cess takes and Ken. 
he time this pro hild. How long it will 


vary from child to cl s unp 
al certainly be much longer than most people imagine. 
suggests that it is not possible to hasten the forming of 
that schools can make it easier by providing suitable 


situations.9? 

59 Nathan Isaacs. “Memorandum for the Plowden Committee,” F roebel Journal, 
une 1965, p. 20. 

to Susan is Social Development, p- 18. 

61 Ibid., p. 416. ; 

92 Nufkeld Junior Science, Teacher's Guide 1, p- 16. 
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Nathan Isaacs also answers broadly. 


Direct learning—always through exploration, experimentation and the 
striving for fresh achievement—must in fact be steadily re-stimulated 
and aided to advance further and further, until the help of planned 
teaching becomes its own next need and active demand 5? 


This active learning, if continued, “at least over the whole vital period 
of the foundation-building primary years,” will provide the broadest frame- 
work for the phase of systematic teaching to come. 

Granted their analysis of the ways of development, the English 
answers and the choices of the ways of education were not niceties or 
kindnesses. They Seemed necessities that were consonant with the evidence 


and, presented as such, provided the rationale for the infant school entity. 


$3 Nathan Isaacs, “Memorandum for the Plowden Committee,” 
, June 1965, p. 21. , 


Froebel Journal, 
êt Nathan Isaacs, Piaget: Some Answers, p. 17. 


chapter 5 


OTHER IDEAS : 


Convergence 
and Divergence 


That the coherence of ideas giving theoretical backing to infant 


school practice is not static, deriving from a single source or fixed in 
formulation, is a fact so crucial to understanding these ideas that it bears 
repeating. K wide-ranging eclecticism has always been their characteristic. 
Without question the greatest external force for reexamination and re- 
formulation for new coherence has continued to be the writings of Jean 
Piaget! Additional developmental studies—whether from the United 
States or elsewhere—were, and continue to be, used almost interchangeably 
with native English studies to add observational weight and confirm Eng- 


1 American. analyses of Piaget, cven though some of these paused over his de- 
scription of the slow accommodative-reaccommodative process in the development 
of mental structures, have been added to these accepted formulations. Thus, 
McVicker Hunt is much quoted on the importance of opportunity for variety of 
experience; Millie Almy’s view that spontancous play, discussion, and activity in 
a rich environment of people and objects are necessary ingredients of a child's 
mental development is certainly welcomed; also quoted is R. W. White's reasser- 
tion of active drive (included in Almy, Early Childhood Play). See also, Elkind 
and Flavell in Bibliography. 


189 


190 The English Infant School and Informal Education 


lish conclusions on child development. The slightly "e a e. ad 
drawn from the different contexts of practice and peace T4 a 
reciprocally stimulating. The study of these differences, and the rede ^ 
tions that from time to time reestablished congruence, maintained the we 
ation and restimulation. 
" SN ue English informal educators took as a matter of p 
that they could also use research findings originating outside the ue: E 
developmenfal studies, even where the premises and process of such r 
search were clearly rooted in a different conceptual framework. es 
applied some of these findings even without reexamining their ideologica 
implications. In this way they had used the IO test to stimulate a more 
exact perception of one aspect of individual differences, Similarly they 
have been spurred by developments in programmed learning to use educa- 
tional technology within their own context of informal education as a tool 
for sharpening the match with an individual child's differences in learning. 
Still other studies—on critical period, on sensory deprivation, on social 
and class factors in language formation, on language deficit—have been 
applied, after translating their language into the terms of the English in- 
formal education world, in critical reexamination of implementations of 
the informal idea. These studies have served to sharpen insight into par- 
ticular aspects of development and individual difference. Thus, the newer 
studies on IO (discussed in chapter 6) were brought to bear on the dis- 
cussions of the Plowden recommendations for organizational change. Far 
more difficult for the English informal educators than absorbing research 
findings as simple additions to the context of informal education was the 


ed on them by the literature of ideas 


—a literature analyzing the research in 
lopmental formulations. 

l tradition from many research sources 
rld and from sources all over the world 
Shing for reexamination, Indeed the 


From the mountain of writing demanding examination I have selected 
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two scholars, both outside the main development of ideas on informal edu- 
cation, whose work most sharply made clear the need for reexamination. 
Each was considered spokesman for a major trend; each was influential 
far beyond his own field of investigation. Jerome Bruner investigated cur- 
riculum, teaching, and cognition.? Basil Bernstein wrote on social and class 
factors in language formation, and his work was then used by others writ- 
ing on the disadvantaged and on language deficit. In the United States, 
Bruner’s work was often used by those more concerned with what should 
be known than with the process of knowing. Quotations from Bernsteiü's 
work selected by writers in the United States came back to England as an 
attack on informal education. Yet the English informal educators, read- 
ing both Bruner and Bernstein in original context, considered the ideas 
of both writers convergent with their own. It is also useful to examine, 
however briefly, the writings of those in the United States who used Bern- 
stein's work to support purposes directly contradictory to informal educa- 
tion. These writings are subsidiary to the direct line of Bernstein’s in- 
fluence but they are important in their own right because of the consequent 
reexamination. In the case of both Bruner and Bernstein, their ideas are 
used by the British educators and absorbed in selective fashion. They do 
not supplant, and are not in exact congruence with, the ideas of informal 


education already formulated. 


JEROME BRUNER 3 


Bruner seems to have been particularly easy to absorb because so 
much of what he had to say was similar to what the English were saymg. 
s; his work acknowledges in- 


He accepted the major developmental premise ledge: 
spiration from Piaget. Starting with a child, Bruner affirms, as did Piaget 


and Susan and Nathan Isaacs, intrinsic intellectual curiosity as the motive 
force in learning. Bruner, however, equated the drive to master skills with 
the drive for curiosity, and held that interest comes after the skill: We 
get interested in what we get good at.” * The active force in learning thus 


966 because it is the influence of this 
n now is on the processes of in- 
ent-day formulations 


s work through 1966 
Bruner's concentratio i 
the very young child, and his pres 


21 consider here Bruner’ 
work that still operates. 
tellectual development in 
may have a different focus. 
3 Sources for my analysis: M 

ion. Cambridge, Mass.: Harvard University Press, 1960. 
Process of Education, lg: SE Mae Pee ecd 


Towards a Theory a ig aiot 
iversi ress, 4 
E New York: John Wiley & Sons, Inc., 1966. 


ud 
A Study of Thinking: vr wth, New York: John Wiley & Sons, Inc., 1966. 


Studies in Cognitive 1 
-: jen Pimen Towards a Theory of Instruction, p. 118. 
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becomes the intrinsic reward from increased competence. This is a nar- 
rower view of the motive force in learning than is described in Isaacs or 
a TM his stress on rich environment and on much concrete 
experience follows logically from any acceptance of curiosity as motive 
force. Certainly Bruner affirms that experience is of primary importance. 
He notes the danger of going too fast into symbolism. You do so, he says, 
“with the risk that the learner may not possess the imagery to fall back on 


when his symbolic transformations fail. . , "5 

He notes that a child needs “multiple embodiments of the same 
general idea . . . a store of concrete images . . . to exemplify the ab- 
stractions.” © e 


e Bruner values play in a way similar to Susan Isaacs—as the correc- 
tive to inner fantasies. A child needs not only play but the conditions re- 
quired for playfulness in order to develop. A child needs “stimulation, play, 
identification, and some degree of freedom from drive and anxiety." * 

But it is a limited view of play: as a factor in "denaturing" a child, 
moving him from an emotional, or affective, context to a thinking state; 
and as precursor to “games” and the cognitive process. 

Thus, dissimilarities with the English formulation outweigh the 
similarities in Bruner’s discussion of play. The affective context is seen 
as negating cognition, Bruner separates himself from what he interprets as 
the “emotional adjustment” goals of the American nursery school world. 
But his emphasis is also different from the English view in which a child’s 
development of his mental structures cannot be separated from his un- 


from the inextricable link of his social, 


(at that time) was not, as in a 
ol learning. Bruner tends to trea 
pletely ignore, the working logi¢ 


a child has long before he has logical verbaliza- 


tion. 

Tt is as though after acknow 
velopment within children, the int 
learning process almost disappears 


ledging and explicating the early ga 
eraction of the elements in that early 
in his discussion. It is even more tha? 
5 Ibid., p. 49. 

6 Ibid., p. 65. 

7 [bid., p. 134. 
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that, since Bruner puts learning blocks, apathy, and learning deficit firmly 
outside his consideration, as belonging to other fields. For his discussion 
Bruner starts with the will to learn and assumes the necessary curiosity. 
Thus his concentration, on the whole, is not on the process of learning but 
on intellectual powers; conceiving that they can be separately considered. 
He searches for a theory of instruction and for better curriculum. 


. . there is an appropriate version of any skill or knowledge that may 
be imparted at whatever age one wishes to begin teaching—howexer 


preparatory the version may be. 


The rich environment and “discovery” learning he has described is 
to be planned and controlled for the discovery of “essentials,” for the dis- 
covery of the inner structure and basic concepts of the disciplines. 

Bruner searched for the continuity of intellectual development, and 
instruction and curriculum were analyzed to support this search. He sought 
for the continuity of the spiraling levels of a child’s insight into the es- 
sentials of the disciplines. In Bruner's view this spiraling intellectual de- 
velopment leans heavily “upon a systematic and contingent interaction 
between a tutor and a learner.” ? (Italics in original) In a Socratic dialogue, 
through discussion with an adult instructor serving as a competence model, 
a child’s insights are reinforced and can develop gnimpeded. His spiraling 
is a process of knowing, and the nature of the knower and the process of 
knowing are premises. But the emphasis is on the content of the ae ep 

Bruner’s spiraling is different from the genetic process focuse [a 
all aspects of the developing described by Susan and Nathan Isaacs. A 
they saw it, the first spiraling, a child's earlier intellectual feelers towar 
abstract understanding, are unstable, unsustained wave crests that ma 
be understood in the context of the balance of meanings in which they 
appear. They must be understood in the context of the unevenness of a 
child's developing mental patterns, in the context of the coexistence A 
him of differing levels of function. In this kind of spiraling, a child s mind, 
engaging with the outer world and with the different viewpoints of the 
social world, driven by curiosity, guided by his own interests and questions, 
and supported and stimulated by adults, works towards his constantly ex- 
tended and reframed understanding of reality. A child's grasp of the 
logical structure of the disciplines x vus il which he acquires, 

history of this kind of spiraling. 
a [Mai ni at interested in a child entering into the inheritance 
of essential ideas. But for them, the better teaching that can support this 
entrance follows inevitably from understanding the nature of the knowing 


8 Ibid., p. 35. 
9 [bid., p. 6. 
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or the learning. Their understanding of the developmental or re 
process of how this entrance into the inheritance is best came, oe el 
it is in fact, accomplished at all, results in a different answer to the problem 
hing. 
a be ein e the continuity of a child's spiraling insights would focus 
on the mesh that must be made with the points that have meaning for a 
child, the questions discrepant for each child's grasp—his own genon 
that he ask§ in his own developmental groping for understanding o 
reality. A child extends his understanding through pursuing these ques- 
tions; he is helped to further extension, if the teacher goes along his path, 
posing new possibilities only in ways the child can absorb as a living part 
of his already existent frame. His path to the inheritance of ideas is in- 
dividual and personal. i 
Clearly, the emphasis is different and the dissimilarities are plain, 
between the Isaacses and Bruner's approaches. In. Bruner's theory, the 
familiar word "continuity" is used, but it has different emphasis. Bruner $ 
way of producing a continuity of spiraling through systematic interaction— 
tutor and learner—emphasizes response only to what touches on the "es- 
sentials,” defined by Bruner as the logical coherence in disciplines. The 
Isaacses, on the other hand, speak of response to a child's attempt to under- 


stand reality, his engagement with the physical and social world. The 
genetic process is viewed with 


different emphasis and "essentials" are 
defined dissimilarly, 
But in fact the compatibilities are strong and Bruner's argument for 
curricul 


um and instruction is never separated from a child as knower. His 


work stood as a critique of the “usual” school. Thus, he is aware that the 
problem about learning 


- exists not so much in learning itself, but in the fact that what the 
school imposes often fails to enlist the natural energies that sustain the 


spontaneous learning—curiosity, a desire for competence, aspiration to 
emulate a model, and a deep-sensed commitment to the web of socia 
reciprocity,10 


Social reciprocity is stressed but its meanings in relationships othe? 
than that of tu 


tor or learner are not particularly elaborated as they at 
Isaacs. 

“Contrast” is another word used by Bruner that seemed a link witb 
English formulations. Used creatively by the teacher, “contrast” can further 
learning. Nathan Isaacs, too, discussed Possibilities for the teachers YS? 
of discrepancy," but for the most Part the Isaacses discussed the come” 
10 Ibid., p. 127. 
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tives—from adults, other children, or extended experiences—to the dis- 
crepancies in a child's understandings arising from his limited reference 
frame. They stressed a child's own question, though the teacher's employ- 
ment of stimulating "contrast" was by no means ruled out. 

Bruner talks of different styles of learning. As a consequence of these 
the teacher must support a child with responsive and individualized teach- 
ing. F 
learners, and the optimum in 2ny 


riety of factors, including past learn- 
d individual differ- 


There is no unique sequence for all 
particular case will depend upon a va 
ing, stage of development, nature of the material, an 
ences.!! 

gues for pluralism and for am en- 
Js and methods of instruction . . - 
of children, . . . A cur- 
ding to the same general 


'The fact of individual differences ar 
lightened opportunism in the materia 
no single ideal sequence exists for any group 
riculum, in short, must contain many tracks lea 


goal.!? 

the same general goal and that goal is the 
sic concepts. These 
he refers to exists 


d But again, for Bruner, it is 
inner structure of the disciplines, the essentials, the ba 
essential ideas are the inheritance, and the pluralism 


within the predetermined curriculum. l 

The dissimilarities in emphasis are obvious: the English emphasis was 
on learning and Bruners—through 1966—was on curriculum, on the 
Critique of triviality, and on teaching. But since the English were similarly 
preoccupied with "better teaching, better curriculum, and a critique of 
triviality, they seized eagerly on Bruner's work in spite of its dissimilarities. 

The Nuffield work, the work of the Schools Council, and the present 
discussion in England of goals, adult role, environment, and thinking 
(see chapter 6) bear witness to the English parallel critique and search. 
The Froebel Institute discussion of goals for teaching and for a child’s 
growth within the curriculum of the school acknowledges its debt to 
Bruner, as well as to Piaget and the Isaacses.'? Absorbing not only the ob- 
vious agreements on early learning process, the Froebel analysis accepts 
from Bruner the obligation, in teacher education, to help the teacher 
understand more clearly and deeply the inner structure of the disciplines 


So that she in turn can recognize, affirm, and extend a child’s insights. 
belians accept the need for less trivial content, 


Like Bruner, the Froe : | i 
for a more aware planning of the environment. But their planning for less 
trivial environment focuses on the development of a child’s mental struc- 


11 Ibid., p. 49. 
12 Ibid., p. 11. . p 
13 Molly Brearley (ed.), The Teaching of Young Children. 
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tures, on his active growth away from €gocentricity 4 The stress is always 
on the internal nature of the development, accepting. that it is active, 
individual, and personal. Nevertheless, while internal, this essential pues 
of development takes place in an outer reality—physical, social, and cultura 
—and so of course bits of the “essentials” of the inner logical relatedness 
of one thing or another are perceived as a child grows in understanding. 
The planning of environment supports this. 

The teacher must work with awareness of a child’s growing under- 
standing and with awareness that his understanding of the disciplines may 
be a later result. The Froebel use, led by Molly Brearley, suggests: 


The wise teacher joins this forward thrust and helps a child to define, fix 


oand organize his responses, genuinely preparing for more structured ap- 
proaches in later work.15 


„The stress is on later. The 
tions must wait for the essentia 
Organized, serious study 
are sustained, but it mus 


essential content of Bruner's preoccupa- 
1 process of development of understanding. 
of a subject may follow from earlier interests that 
t wait until a child reaches the level of systematic 


riculum Tepresenting a supposed statement of “essentials.” Thus for the 
English, pluralism exists not onl 


y in the different learning patterns and 
necessary, different instructional strategies; it exists also in the content, in 
the inheritance. 


on what is inherent in the knowing. He 
better teacher education, less trivial con- 


14 For further discussion of the En, 


lish struggl, i iviali hapter 6- 
15 Brearley, The Teaching c E ena a sec Chap 


of Young Children, p. 9. 
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BASIL BERNSTEIN *° 


PE an English. sociologist, did not write specifically on educa- 
be rriculum or teaching. Bernstein s highly technical description of 
nguage pattern differences, analyzed for social and class factors, pointed 
out that such differences in the learner have been ignored in school prac- 
tice and that instruction and curriculum have not matched the learne£'s 
context of use. Bernstein's work is critique but it could be absorbed by 
the English informal educators because its descriptions were evocative of 
= even sharpened observations already made. His work was linked with 
a search for continuity, for better connection with a child's individual 
» ground and need. It is this link that places Bernstein's work within 
he major tradition of the ideas of English informal education. 


- In the United States, however, the study of Bernstein's work has re- 
ulted in different emphases and derivations though some emphases were 


similar. Thus, in some programs in the United States, as in England, Bern- 
stein's description of alienation was taken as a rationale for a strengthened 
support of a child's self-image. But in the United States Bernstein's 
speculations on lack of curiosity '* were used to justify orderly programming 
9r ‘structuring.” Some programs,'* in accepting his description of a lack of 
curiosity in children whose language showed deficit, provided for the lan- 


guage deficit, not the curiosity deficit. 
Bernstein was analyzed in the United States in a way that linked 


language and the mother-child communication system as cause and per- 
petuator of poverty. His description of restricted language use in the lower 


ce to Educa- 
(eds.) (New 


16 Sources for my analysis: 

“A Socio-Linguistic Approach to Socialization: with some referen 
bility,” in Research in Socio-Linguistics, J. Gumperz, D. Hymes, 
York: Holt, Rinehart & Winston, in press) - 

“A Socio-Linguistic Approach to Social Learning,” in Social Science Survey 
(London: Pelican Books, 1965). 

"Social Class and Linguistic Development," in A. H. Halsey and C. A. Anderson, 

ew York: Free Press, 1961). 


(eds.), Education, Economy and Society (Nt 1 
"Social Structure, Language and Learning," Educational Research, Vol. 3, June 


1961 (Sussex, England). ; 
“A Critique of the Concept of ‘Compensatory 
Democracy, Rubinstein & Stoneman (eds.) ( 


1970). 
Denis Lawton, Social Class, Langua, 


Paul, 1968) - m 
te 51. 


17 Martin Deutsch, see no i . 
18 Carl Bereiter and Siegfried Engelmann, Teaching Disadvantaged Children in 


the Pre-School (Englewood Cliffs, N.J.: Prentice-Hall, 1966). 


Education’,” in Education for 
London: Penguin Books, Ltd., 


ge and Education (London: Routledge, Kegan 
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J; as taken as description of deficit in concept formation; in atier 
Beda description of extremely limited thinking.” The remedy pro 
m tie limited thinking—the limited language—was language teach- 
pe in the method of direct drill. In these programs language was 
an rk and experiential encounters could be eliminated or severely 
oe ke reading of Bernstein, on the other hand, does not support = 
emphases given his work in the United States. Bernstein himself discu 
tlfese derived meanings and disowns them. 


educational concepts and 
have been doing has in- 
n. It might, and has been 
the subculture and forms 
tracted attention from the conditions 


said that my research through focusing upon 


and contexts of learning in school 20 
D 
He disowns the term "compensatory 


education" and urges serious and 
Systematic consideration of the educatio 


nal environment. 


I do not understand how we can talk about offeri 
tion to children who in the first place h 
adequate educational environment.21 


ng compensatory bed 
ave not, as yet, been offered a 


He disowns the use made of the term "restricted code.” 


The concept “restricted code” has been equated with "linguistic depriva- 
tion” or even with the non-verbal child.22 


Because a code is restricted it d he 
nor is he in the technical Sense linguistically deprived for he possesses t 

same tacit understanding of t] he 
Simply means that there is a restriction on the contexts and on t 

conditions which will orient i i i 
and to making those linguisti 
tealized and so made public, 
produce at any time el 


About dialect, he Says, "There is nothing, but nothing, in the dialect aS 
such which prevents a ch 


ild from internalizing and learning to use un 


1? R. D. Hess and M. ©. Shipman, “Early 
Cognitive Modes in Children,” Child 

20 Bernstein, “A Critique of the 
Education for Democracy, p. 114. 
21 Ibid., p. 111. 

22 Ibid., p. 114, 

23 Ibid., p. 118. 


S f 
Experience and the Socialization © 
Development, December 1965. 


"TE. 
Concept of "Compensatory Education , 
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versalistic meanings.” ?* The fight against alienation must respect not only 
a child's dialect; it must respect the experience a child already possesses. 


We should start knowing that the social experience the child already 
possesses is valid and significant, and that this social experience should 
be reflected back to him as being valid and significant. It can only be 
reflected back to him if it is part of the texture of the learning experience 


E 


we create.?5 


For the English use of Bernstein, based on earlier writings, these dìs- 
avowals are confirmation. The English had already analyzed that central to 
Bernstein’s position is preserving for a child what he already has and 
extending for him new possibilities. The English could use Bernstein’s work 
in the context of informal education because his position was also theirs. 

Their commitment (in idea) had long been to meet the develop- 
mental needs of all children, accepting that children were individually dif- 
ferent. However, Bernstein’s research in social class and language faised 
many serious questions about whether schools were, in fact, properly relat- 
ing to these differences. His questioning of the performance of the schools 
follows the historic tradition of Robert Owen in its concern for a better 
life for working-class children, and is in the context also of the develop- 
mental tradition of English informal education. His research forces a look 
at the reality of an alien school culture that devalues a child's prior pat- 
tern of development, that insufficiently meshes with his past, and then 
creates neither sufficient continuities for his “natural” language develop- 
ment nor bridges to the school language. Furthermore, Bernstein's work 
forces a sharper, more focused implementation of English thinking on how 
to maintain continuity with prior-to-school development. It has resulted in 
a renewed commitment to make better connections with a child's back- 


s 4 Eds ; S. 
ground, to use his "natural" language in his first learning, and then to € 
child's experience of new contexts and 


tend the language to cope with a i f 1 
new roles. Mindful of the history of the English working class, Bernstein 
docs not rule out the possibility of mobility because of restricted language. 

he writes, modify speech systems, 


Changes in the form of social relations, 
h language code. 


and possibilities for such changes exist in each Jan cd s 
: an research worker 
Courtney Cazden,** one of the few Americ orkers in 


24 Ibid., p. 120. 

» vem lysis: 

mie viernes in Language Competence and Performance,” Journal 
of Special Education, Vol. 1, no. 2, 1967. 

“Some Implications of Research on Language Development for Pre-School Educa- 
tion,” in Early Education: Current Theory, Research and Action, R. D. Hess 
UAR. M. Bear (eds.) (Chicago: Aldine, 1968). 
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linguistics who has concentrated on Bernstein's views on change, derives 
as a possible conclusion that 


- in the short run, struggles by groups of people to improve ter 
own lives may have an indirect effect on their language more powerfu 
than direct educational efforts.27 


She quotes Bernstein on the American scene: 


e 


various organizations is bringing about a change in the Negro's view p 
© both his own sub-culture, his relation to the white culture and his attitude 


assess, re-examine their structural rel 
frontation (despite the violence) 


linguistic resources and to challenge the passivity of the old sub-culture 


dictment of formal classrooms (p. 186) 


Here, especially in the cities and more especially in the urban slums, the 
ing cli i 


prevailing climate is more like the climate in which the restricted code is 
presumably generated in the first place: order and discipline are valued 


above all, and exploration—both physical and verbal—virtually pro- 
hibited 2» 


“Three Sociolinguistic Views of 
—with Special the Work of Basil Bernstein," Developmental 
Medicine and Child Neurology, Vol. 10, no. 5, October 1968, London. 

"Evaluating Language Learning in Early Childhood Education," in B. S. Bloom, 
T Hastings, and G. Madaus, Formative and Summative Evaluations of Student 
Learning (New York: McGraw Hill, in press). A 

Cazden, J. C. Baratz, W. Labov, and F, H. Palmer, “Language Development 10 
Day-Care Programs,” chapter for a “State of the rt" document on day-care, 
October 1970. 

“Social Class Differences in the Effectiveness and Style of Children’s Coding 
Ability,” in Project Literacy Reports, 1968 (mimeographed), 

27 Courtney B. Cazden, “Three Sociolinguistic Views,” P. 610. z 

28 Ibid. Quotation is from Bernstein, “A Socio-Linguistic Approach to Socializa- 

tion." 


29 Ibid., p. 609. 
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(Of course, Bernstein did make speculations that are not used by 
English educators, The informal educators view these speculative extra- 
polations from Bernstein’s early research as rather wide-ranging, insuf- 
ficiently hedged in with the modifications he is otherwise so careful to 
make about the potentialities of restricted language. They view these 
speculations on working-class character as additions to his basic description 
of language differences that can be considered separately. Thus, analyzing 
lower socioeconomic language and finding few expressions of guilt, Bern- 
stein speculates on its lack, perhaps insufficiently differentiating between 
guilt and its expression. On the basis of the limited research on curiosity 
and the very limited indication that children, given a meaningful discovery 
kind of curriculum, respond with limited curiosity, Bernstein speculates 
that people using restricted language have limited curiosity, an orientation 
to a “low order of causality.” * He says they may have "an inherent 
passivity.” * His analysis indicates that there may be poor verbalization 
of tender feelings. However, in this case, he qualifies his speculation on 


the verbalization of tender feelings. 


s important to add that this does not imply that tender fecl- 
s, but that the form and implications 


of their expression are modified. . . . Further, it is probable that ‘tough’ 
terms will be used to characterize situations or objects rather than the 
articulation of tender feelings in an individually discrete way? 


Again, it i 
ings are not subjectively experience: 


in him from a conclusion: “This 


entertainment of such feeling.” ?* 


His qualifications, however, do not restra 
ssed, that Bernstein 


in its turn modifies the individual's ready 

It is in such speculative fashion, inconsistently pre 
makes some generalized attacks on informal education, halfway suggest- 
ing that it be blamed for the nonlearning of working-class children and the 
lack of mesh between the experiences these children had in and outside of 
school. A case, of course, might well be made for blaming nonlearning on 
the lack of the rich experiential context of informal education, and Bern- 
stein might well agree, but his comments are not a detailed critique of 
what informal schools are doing. His criticisms perhaps stem from an un- 
clear blending in his considerations of present and desired education. The 
Poor results of today’s formal education somehow become equated with the 
small spread of informal education into the junior schools, and it is unclear 
what is being asked or criticized. 


30 Bernstein, “Social Class and Lin 
31 Ibid., p. 301. 

32 Ibid., pp. 302, 303- 

33 [bid., p- 303. 
34 Bernstein is 
earlier studies (1961 
education. 


guistic Development," p. 302. 


school children. These 


d on work with infant 
t focused on infant 


currently engage 
ot of young children and no 


—65) were ni 
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Bernstein goes on to more specific questioning of informal education 
with his speculations on use of the concrete. 


i i ted is not neces- 
o make the educational experience happy and conten ; 
mE to solve the problems of learning, if this is achieved by lano. A 
problem and playing directly into a concrete perceptual set—as is don 
by much use of concrete and visual material 35 


© 


English educators, of course, agree, but they feel this is half me 
description. They would agree with the first half and argue that the secon 

half describes a part while implying a whole. The use of the concrete in 
informal education does not exist in a vacuum. The whole is a child learn- 
ing not only in encounters with the concrete environment, but also in 


interaction, and in discussion of his experiences, with adults and with 


other children. Indeed the freer organization of informal education allows 


more discussion, more mesh with a child, more help to a child in extension 


of his learning and his thinking. Descriptions of informal education make 
this whole abundantly clear, 


Bernstein questions use of the con 
plane, he speculates that drill method 
difficulties in this reasoning about drill: 


crete. Then, not quite on the same 
s are required.?? But he himself sees 


e 
However, there is a possible conflict 


to encourage insightful generalizati 
of relationships 37 


between such techniques and the need 
on and to facilitate active exploration 


Though he questions the applicabilit 
children with restricted language, the sa 
speculative propositions. Fertile 


y of Piaget-based methods to 
me difficulties beset his own 
as these speculations may be, they would 
tmed by present research, 
drill are ignored by English educators. 
restriction in the poor was not new e 
Isaacs had described the limited language © 
is a classic on this, full of illustrations 


years come with distorted, inarticulate speech 
habits.” 38 The infant educators 


had already tried drill, and language 


35 Bernstein, “Social Structure, Language and Learning," p. 165. 

39 Bernstein, “Social Class and Linguistic Development," p. 305. 

37 Ibid. " 

38 E. R. Boyce, in C. Sturmey (ed.), Activity Methods for Children Under Eight; 
pp. 87, 88. 
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"lessons" and language "training" were not at all new to infant schools. 
Educators had used and discarded them after they had been found far less 
useful in stimulating free and rich use of language than their present teach- 
ing. They found: "Speech training lessons in formal schools sometimes 
defeat their ends by cramping the natural flow of language and inhibiting 
continuous, verbal expression." * And they found that "no amount of 
speech training replaces the simple method of just talking freely.” 4° The 
pioneer infant educators emphasized dramatic play, or aCting. Boyce 
understood very clearly the relationship of role playing to speech: “A royal 
road to clear speaking, and one which belongs essentially to activity 
methods, is by way of dramatization.” ** Much of the present infant school 
"way" may be said to be response to the task of setting up an environment 
that encourages communication, an environment where children talk 
naturally and casily with adults in a free social situation with possibilities 
for rich experience. 

Thus, English educators do not take Bernstein's work as an attack on 
the best of infant school practice but use his criticisms to reinforce their 
own search for better and more conscious work on language. They take 
Bernstein’s work as urging greater understanding of the children he is de- 
scribing and therefore more apt support of them in their development. They 
take it as support for extension and for continuity of method. Greater dd 
ture can only mean, these educators think, more-careful planning of the 
mesh between school and nonschool experiences so that the Gon in 
which a particular individual child learns is not lost. Bernstein's work, in 
fact, as well as the Plowden Report (with indebtedness peer 
call for greater awareness of a child's background to prevent his alienation 
and his defeat in the different linguistic context of the school. ; 

Clearly Bernstein's own speculations on character and on icu o 
the concrete allowed the emphases in the United States that took these as 
research conclusions rather than speculations. His uie CEO of 
his basic description of class language differences sheds additional light on 


i i i iffe hases. 
why it was possible to derive the different emphases 
á Bonin has described the more restricted kind of language, as he 
calls it, of the lower socioeconomic group, and asserts that there is in this 
restricted code a "common cultural identity which reduces the need to 


verbalise.” 4% 4 í 

‘ EA restricted code, the limitation on the expression of complex 
d to socia 
deed to tl 


experience is trace ] relationships Bernstein considered typical 
DU he original social relation between mother 


of the lower class, in 


39 Ibid., p. 90. 
40 Ibid., p. 88- 


41 Ibid., p. 91. 
en M A: Socio-linguistic Ap 


42 Bernstein, proach to Social Learning," p. 9. 
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and child, which "exerted little pressure on the child to make his exeperi- 
ence relatively explicit in a verbally differentiated way.” + The result is 
that for those sharing the restricted code less abstraction, less precise 
formulation, is needed and used. 


"This is not to say that the speakers of this language interact in a com- 
pletely uniform manner, for the potential of a public language allows a 
vast range of possibilities, but it provides a language use that discourages 
the speaker from verbalizing his relationships with the environment. The 

e individual qualification is realized . . . by expressive symbolism, togcther 
with a linguistic form that orients the speaker to a relatively low causal 
order, to descriptive concepts rather than analytic ones.44 


o This formulation has sometimes been recast in the United States as 
an "intrinsic" view of limitation, but Bernstein denies that the difference 
or limitation is intrinsically intellectual. He denies the equation of “Te- 
stricted” with “deprived” or “nonverbal.” The speaker using a restricted 
code will, in some contexts, use a “universalistic” order of meaning.*® In 
Bernstein the language limitation is fitted into its setting of social function, 
its function in strategies necessary for school success. The restricted lan- 
guage thus can be problem solving within its own framework, and very 


vividly and clearly so. Over and over again Bernstein modifies his descrip- 
tion of adequacy to ensure understanding that 


. one code is not better than another; each possesses its own 
aesthetic, its own possibilities. . . . Variations in behaviour found within 
groups who fall within a particular class (defined in terms of occupation 
and education) within a mobile society are often very great.47 


But common cultural identity results in less need for translation such 


as is necessary between individuals of two different social classes or even 
between the middle class amongst themselves, For instance, though the 
restricted code is typical of the first relationships of any child with its 
mother, the individualism and privacy of the middle-class family forces 
extension of language if a child is to go even one step beyond the mother- 
child nexus. The extended family of a lower-economic level child, on the 
other hand, may communicate in almost the same common code and only 


slight translation is needed. "Translations result in an elaborated code and 
verbal explicitness, rather than an implicit meaning within a common 
identity. 


33 Ibid., p. 15. 


44 Bernstein, “Social Class and Linguistic Development,” 

3s el m pment," p. 300. 
45 Bernstein, “A Criti f th E E RU 
45 Ibid, p. 118. que of the Concept of Compensatory Education’. 


47 Bernstein, “A Socio-linguistic Approach to Social Learning,” p. 16. 
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Bernstein points out that all such descriptions of use. of language 
codes that can be called “restricted” or “elaborated” or "universalistic" 
must be modified and therefore that difficulties in translation are relative, 
not absolute. He points out that most people have some access to several 
modes of speaking (one is, for example, a standard product of a job), and 
that users of a restricted code will in some context use universalistic expres- 
sion.48 Equally he makes clear that all individuals, no matter what the class, 
use a restricted code at some time or other, as between very good friends 
and for very personal things. ý 

But the school problem is translation, that is, a growth towards “uni- 
versalistic" meanings. Translation is more difficult for a lower-class child 
because his teacher does not meet his first expressions ‘with comparable 
expressions or understanding. Thus, while separateness and difference from 
others, the experience of alienation, is a common initial school experience, 
Class differences determine how these qualities are received. From the 
first moment at school a middle-class child will find understanding’ and 
guidance for his use of language, for his extensions and translations, because 
his teacher, through her own living, feels a kinship for at least the outward 
trappings of his experience. And so, without being made self-conscious 
about his group or general modality, he enters the language of the school 
Subjects, retaining his private restricted language, or languages, as a 
Modality for home, mother, his school fellows. School for him is an exten- 
Sion of the mother-child frame of reference. For a lower-class child, the 
Social distance from home to school is greater and may even be a denial 
of his home, or group, or extended family language. The stimulation to 
language from the initial school experience of having something to com- 


Municate to home, and in reverse to school, may not occur if total transla- 
tion is involved. A lower-class child may, as a result of this "social distance" 
lesser degree the linguistic forms 


f a 
rom home to school, develop in much 


Strategic for school and career success. . 
Therefore the task is to ease the difficulties of translation and to avert 


alienation. This was and is the central focus of Bernstein’s work. For a 
child, the point is whether the differences between school and home and 
class have been experienced in a negative way and whether access to the 
other mode was prevented. Bernstein feels the teacher must bear the first 


Urden of translation. 


eacher is to become part of the consciousness of the 
c of the child must first be in the consciousness of 
n that the teacher must be able to understand 
an deliberately attempting to change it-*° 


If the culture of the t 
child, then the cultur 
the teacher. This may mea 
the child’s dialect, rather th 
48 Bernstein, “A Critique of the Concept of ‘Compensatory Education’,” p. 118. 
49 Ibid., p. 120. 
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It is only where the mode of particularism and implicit meaning is the 
only one, or where alienation occurs, that extreme educative difficulties 
result. If the teaching situation exposes a child to a persistent attack on his 
language, his normal mode of orientation, and his social experience, then 
this—rather than his language differences—may be the source of the 
hindrances to his thinking. Bernstein's mode of coping with alienation 
would certainly not be to supplant a child's restrictive code with direct 


teaching of the structure of the elaborated code. The task is not to change 
or supplant the language. 


The task would seem to be to preserve for the speaker the aesthetic and 
dignity which inheres in his language . . . but to make available the 
e possibilities inherent in a formal language.50 


It is this, says Bernstein, to which education must bend itself, and the 


English informal educators agree. His more recent formulations are re- 
affirmation of this point. 


AMERICAN FORMULATIONS 


But there was latitude in Bernstein's earlier formulations for different 
emphasis and application and indeed in the United States very different 
applications did Claim derivation from Bernstein. These came back to 
England in writings proposing a different kind of teaching that followed 
from an analysis in which the assumption of curiosity was put aside. 
Curiosity was considered an attribute of language development rather than 
Synonymous with the active growth thrust of a human child leading to his 
exploration and interaction in the social and physical world. From this 


analysis it becomes less important, even unimportant, to provide the en- 


M as that will encourage the continuity of the exploration and inter- 
ion. 


These American writings took their perspective from the crisis of 
failure in American schools, the low mastery of the skills necessary for 
school progress. Aspects of this crisis, of course existed in England, but 
ina different configuration of possibilities for solution Conse idis the 
English, as they reexamined their own ideas, weighed the kaeran writ- 
ings only as these related to English possibilities and to the different world 


of English polemic, both educational and political. The following discus- 


sion centers only on the impact of the Ameri iti i 
nters i merican writ english 
reexamination of their developmental formulations eite 


It was a flood of writings, a flood of action proposals and research 


50 Bernstein, “Social Structure, Language and Leaming,” p. 176 
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studies all deriving from and applying the more intensive carlier studies on 
the critical nature of early learning and on social and class language dif- 
ferences. Focused on the solution of school failure, they proposed com- 
pensation for the deprivation that was supposed to be the root of school 
failure, and they proposed intervention, a different kind of teaching based 
on their different analysis of the significance of curiosity and experiential 
encounter. What was of significance for the English, however, was that 
the proposals moved in a progression away from the developmental formula- 
tions—in fact, armed the attack against informal education—and could 
hardly be ignored. 

The questioning of how schools were in fact serving children from the 
lower socioeconomic class came from many sources, within and without the 
educational world. But while the English could accept the questioning as 
they had done before when Bernstein raised these questions, they could not 
absorb a solution that discarded developmental formulations. Such a solu- 
tion would have to be rejected as an invalid conclusion from the research, 
85 not necessary solution. . 

Drawing implications from an analysis of the bits and pieces of 
Premises embedded in the various intervention proposals, a full-blown 
Position could be constructed. Underlying all else seems to be the analysis 
of what is considered the failure of curiosity. Thus, apathy or the failure 
Of curiosity is attributed to linguistic deprivation, and the task of the 
Schools is to meet a child's needs for competence in linguistic skills. A 
Child's own curiosity cannot be trusted to result in learning. His language 
deprivation becomes so definitive of his difference from other children that 
the very way of child learning is considered changed. A deprived child must 

€ handled differently from other children to produce necessary further 
Changes, He must be guided towards the neededspecificlearnings. — — — 

As to alienation, it is considered the result of the poor match linguisti- 
Cally deprived children make to schools that are based on language skills. 
ti € quicker a child learns the needed school language, the less the aliena- 

lon, 
Time, too, is a factor in this analysis because of the lost time of 
Carly deprivation. And so, in the compensatory programs time cannot be 
Wasted, time cannot be allowed for learning in the ordinary, ' unplanned 
Way. There will even be less of a time loss if a child’s previous language 
Ways, so weak anyway, are ignored altogether and he is taught the right way 
at the start. The needs of the next step of the school curriculum, as it 
*xists, determine the program, and it can be figured out by working back- 
Nards, Deprivation, lacks, define aims for the program. The aim is inter- 
Yention in order to change a child. 

The break with the developmental definitions and the divergence 
fom English thinking seem complete. Of course the discard of the de- 
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velopmenta i It had 
i i diately fully developed. 

p tal formulations was not imme 1 

M ORG and incipient forms. Chief examples are in Deutsch, eek E 

o , 


Martin Deutsch ™ 


in his work 

Deutsch, predecessor of Bereiter and Engelmann, referred. iis jew 

to Bernstein’s description of alienation and of language m | EN 

accepted, as did Bernstein, developmental formulations. As a ed 

sequence from the description of alienation, Deutsch’s n alse 

tuning-in, response to a child, preservation and Sengon of E T 
“natural” language, the need for variety and richness of experience, 


j - ool 
need for continuity. A child's emotional life was not left outside the sch 
door. 


ssi- 
Nevertheless, even in Deutsch, there were elements that de ad 
ble the progression to the later discard of the developmental formula 


H : a 
The determining factors in school programming were the deprivations of 
child and the needs of sch 


ool progress. The program was determined by 
working backwards. 


i i art 
What program content will be most effective can be determined in P 
by a careful examination of wher 


5 ARAE ost 
€ the cultural discontinuities are m 
evident in first grade performance, , , 52 


It was a child who must change. 


, ish- 
It might be that some Changes in the curriculum would help in eR s 
inga continuity between the child's previous experience and the pau ke 
of the school, but essentially, it is the child who is going to havc to 
the major adjustment in order to handle the school materials.5? 


51 Sources for my analysis: Record, 
“Early Social Environment and Schoo] Adaptation,” Teachers’ College 
Vol. 66, no. 8, May. 1965. 


ical 
Pre-School Child: Social and Psycholofrn 
uarterly of Behavior and Development, 


he Influence of Social Pro 
ment," The Journal of Nursery Education, 
"The Role of Social Cla 


3. erica” 
ss in Language Development and Cognition,” Am 
Journal of Orthopsychiatry, Vol. 35, no. 1, January 1965. 
“Some Effects of Social Class and Race on 
capolis, Minn.: 
March 1965, (Mimeographed) 
52M. Deutsch, "Nurse. 


singe: Ot 
1y Education: The Influence of Social Programming 
Early Development.” 
53 Ibid. 


Society 
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T Thus, the pieces tying Deutsch's position to the developmental formu- 
ions could be dropped. From research on auditory discrimination it was 
speculated that the distraction in a free setting was a factor to be con- 
sidered, From such speculation it was possible to suggest constriction and 
limitation of the rich school environment, to a “more school-like organiza- 
oa the nursery school at least for such functions as auditory train- 
The constriction and limitation do not in fact occur in the Deutsch 
Programs but these suggestions arm the Bereiter-Engelmann position. Play, 
Ph wear and social interchange, still important for Deutsch, are dis- 
ea as the necessary avenues of a child’s learning. If not necessary, they 
even be eliminated. : 

TR E is in this progression that 
es rds learning in a child could be swallowed up, and produce t 
pon used for the attack on informal education, the Bereiter-Engelmann 
Drescriptions,ss as described in Teaching Disadvantaged Children in the 

Te-School. 


all consideration of the active dynariics 
he chief 


Carl Berciter and Siegfried Engelmann 


Hone Characteristic of the Bereiter-Engelmann use of Bernstein formula- 
i is the absence of all the modifications Bernstein himself made on his 
if paga conclusions. Their statement asserts that thinking, or concept 
of ale rests on the tools and skills of language. Cognition as a process 
ae and rebuilding the frame of conceptual understanding of 
ban Y, or of the disciplines, has no place in the discussion. Instead, the 
oia is on cognitive skills, skills necessary for cognition—discrete words, 
i formation, sentence statements, grammatical form, enunciation, 
Mey endings, verbal clarity. For these skills specific language training is 
Ssary and becomes the program. 

tion ae Bereiter-Engelmann formul 
when nade so specific a program necessary. Be 

Mited way and his ability to think was so limited, 


ations insisted that a child’s depriva- 
Because a child spoke in such 


hool age come very close to the 


. many disadvantaged children of presc J Os 
a device for acquiring and 


total lack of ability to use language as 
Processing information.*® 


bs C. Deutsch, “Auditory Discrimination and Learning: Social Factors," Merrill- 

Palmer Quarterly, Vol. 10, no. 3, 1964, 283. : E 

d Carl Bereiter is now involved in work that modifies his approach and it is 

Engelmann who now speaks for the pragmatic position developed in Teaching 

so Sadvantaged Children in the Pre-School. 
Ibid., p. 39. 
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Moreover, this limitation, in their opinion, was so great that Bereiter and 
Engelmann could talk about ignoring the language the child comes with— 
"the safest program is one that assumes no prior mastery." 57 
The deprivations were so great that the teacher had to compensate 
by imparting, with no time loss, the skills supposed to be preliminary 
necessities for cognition. A child's "giant word" way of handling sentences 
must be changed so that he can speak in sentences "composed of discrete 
words." 5* This change is best accomplished as a highly controlled inject- 
ing process that uses drill, rote, mnemonic devices, devices a child enjoys. 
To make sure that all efforts focus towards this end of compensation and 
intervention, the teacher is to follow specific step-by-step instructions. . 
For these purposes and as compensation for these deprivations, rich 
environment is meaningless. Bereiter and Engelmann focus on language 
deprivation, not sensory deprivation, and for them the attachment of mean- 
ing to word in experience and discussion is less important than use of words 
in the grammatical and logical form of their drills. Thus, Bereiter and 
Engelmann prescribe minimal environmental stimulus. This kind of 
stimulus is to be treated as distraction, and the need for variety of ex- 
periential interaction is dismissed. Play can be relegated to a bit of change 
of pace or relaxation. Emotional development of a child can be ignored 
and, since maladjustment for these deprived children is seen as a result of 
insufficient competence, teaching for competence may produce adjust- 
ment. Social development is equally secondary. Therefore, emotional de- 
velopment, social development, can be left outside the classroom. The 
deprivation of a child is considered to be of such severity that the frame 
of reference a child has formed from home and street encounters prior to 


school entrance, what he has learned up to school entrance and the ways 
of his learning this, can be ignored. 


Imposed on a child with energy and demanding of that child ener- 


getic participation the Bereiter-Engelmann program remained external to 
that child; it was discontinuous with his already existent frame. It repre- 
sented a complete discard of the developmental formulations, and, as such, 
its prescriptions could be dismissed as misrcadings of the Bernstein formula- 
tions, publicly now disavowed by Bernstein. They could be dismissed as in- 


applicable to the context of infant school ideas and organization. They 
could be dismissed as an unnecessary solution 


However, answers to the most 
advocated direct drill language tea 
counter could come only from an 
language and experience and from 


57 Ibid., p. 138. 
58 Ibid., p. 36. 


critical questions raised by those who 
ching and curtailed experiential en- 
analysis of the "relationships between 
an analysis of the adult role in lan- 
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guage formation and language comprehension. Such an analysis had been 

made by Susan Isaacs and Nathan Isaacs, drawing upon Jean Piaget’s. Thus, 

for the English, the answers already existed. But additional bulwarking 

S their answers came from linguistic research, largely from the United 
tates, 


The Linguistic Position ™® 


J 


Exploring the deepest questions of language comprehension and lan- 
guage acquisition, the linguists reexamined Bernstein's questions on lan- 
guage use differences." Was difference deficit? What, if any, was the 
relationship of language deficit to deficit in thinking? What, actually, were 
b deficits? What intervention could help remedy deficit? The linguists' 
discussion stressed the large number of unknowns but no linguist assessed 
the situation in Bereiter-Engelmann terms equating limited language with 
limited thinking.* : 

Language acquisition as such was described as a universal. human 
Process.* Following a unique and still largely unknown, perhaps biological 


50 Source isis (in addition to Cazden, pp. 199-200.) : 
ources for my analysis (in addition to aod niari Fort 


Chomsky, Noam, "Language and the Mind: IL" 


Vol. T1, no. 3, Fall 1968. a j 
, "The Formal Nature of Language,” in Biological Foundations of Lan- 


LE d b Wiley & Sons, Inc., 1967). 
guage, E. H, Lenneberg (ed) (New York: Jen DT ceedings of Research 


Hymes, Dell, “On Communicative Competence,” ) i 
pot Conference of Language Development in Disadvantaged Children 
(New York: Teachers College, ERIC, No. EDO27 346, June EL — 

Labov, William, “The Logic of Non-Standard English," in Erdan i ime 
(ed.), Language and Poverty, Institute m on Poverty Monograp 

Series (Chicago: Markham Publishing Co., " 3 

tome C. Beta), "Problems of Dialect," on D.C.: U.S. Depart: 
ment of Health, Education, and Welfare (mimeographec). : 

McNeill, David "How to Learn a First Language, in ene] Die 

id ? : 2 n 8 : 
Planning Conference on Language Developer m OT pena 


“ inguistics," in C 
Depreno Heg nee o Massachusetts Institute of Technology 


The Genesis of Language ( 
P 5 iral »" 
bisous Sah T., "Some Assumptions Lade the Bereiter Approach, 
Young Children, Vol. 24, no. 1, October 1968, a ie 
$635, “On Communicative Competence," p. 2. Chomsky, 'The Formal 
Nature of Language." McNeill, “Developmental Psycholinguistics. à 
61 See astistes b P thur R. Jensen and answers to these in Harvard Educational 
Review td Spring, and Summer, 1969. Since the low LO. clustering in 
the lower fana group is, in large measure, a reflection of different or 
limited language use, the linguistic argument is particularly relevant to the 
guag d this connection that Jensen tums to the 


Jensen controversy. It is interesting in t Je ) 
Prescriptions of Bereiter and Engelmann and not to the thinking of Bemstein or 


the linguists. 
62 See note 60. 
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ath, hypothesizing, selecting, generalizing, synthesizing, a child was said 
io be the active agent in linguistic acquisition: 


There is evidence that the child derives sentence structure from the com- 


plex utterances of the surrounding adults who do not require complete 
sentences from him.63 


Pointing to'the many unknowns, Chomsky questioned "the belicf that a 
lunguage is simply a very complex system of habits or fabric MU nes 
to respond, established through conditioning and association." 9* Mecha- 
nistic explanation, mechanistic intervention, was rejected. . i 

Whether reacting directly 9 to Bereiter or exploring the genera 
questions," linguists questioned whether drill on syntactic cues could 
Produce comprehension, could produce concept formation, could produce 
acquisition. 

Regardless of how language was acquired, however, regardless of the 
underlying competences, differences existed, the differences that led to 
the preoccupation with language deficit. Linguists were led, very much 


like Bernstein, to discuss social and class differences, verbal repertoire, the 
social function of language. 


Whether these differences 
point for the linguists, zs it had f 
that the relationship of langua 
proved.** McNeill speaks for this 


are related to thinking remained a moot 
or Bernstein. Rather, the argument stated 


ge difference to thinking had yet to be 
view: 


- » » I would like to suggest the possibility that the differences in dialect 
associated with differences in socioecon 


ing, marginal and slight. One gramm 


important cognitive deficits associated 
with the language of disadvantaged 
language may be, in this case, a 


53 Moskovitz, “Some Assumptions Underlying the Bereiter Approach," p. 26. 

9$: Chomsky, “Language and the Mind: II," p. 23. 

65 Moskovitz, “Some Assumptions Underlying the Bereiter Approach.” f 
86 Hymes, “On Communicative Competence,” Chomsky, “The Formal Nature © 
Language,” McNeill, “Developmental Psycholinguistics." 
67 Hymes, “On Communicative Competence.” g 
98 Lavatelli (ed.), “Problems of Dialect,” p. 3 and Jane W. Torrey, “Illiteracy in 
The Ghetto,” Harvard Educational Review 


, Vol. 40, no. 2, May 1970, 253. 
69 McNeill, *How to Learn a First Language," p. 31. 
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Certainly, linguists, investigating all sorts of usage, questioned 
whether dialects were simpler, substandard, or different and therefore non- 


standard. 
Bernstein had similarly discussed the differences as not better or 


Poorer, standard or substandard, but as different codes, each with rich possi- 
bilities, Nevertheless, his analysis did point to the restricted code as a less 
favorable one for school progress. Decisions on intervention still might have 
to be made. Hymes, commenting on intervention, had this to say on the 
course it should take: ^ 


of our own society it is hard to see how 


aster a second system, complementing or 
as intrinsically releyant, 


In. the complex circumstances 
children can be expected to m 
replacing their own, if the process is not perceived 


or enjoyable (preferably both) 5? 


e the kinds of environment 
called for preservation and 
atiation" 


Cazden, too, searches for the ways to replicat 
that foster language development. Bernstein 
extension, and in a similar vein. Cazden recommends the "exp 
Process! the response which enlarges on the ideas, on the context. 


hool teachers concentrate on enlarging 
the child's linguistic repertoire and not do anything about altering his 
nonstandard form beyond the provision of módels of standard English. 
With young children, language for social mobility is far less important 
than language for learning, and the danger that correction will extinguish 
verbal behavior in general outweighs any possible gains.” 


My recommendation is that pre-sc 


The linguists were relevant beyond their own discipline. Their investiga- 
tions touched on questions fundamental to human development. The ques- 
tions had recurred persistently, unanswered by the solutions offered for 
dealing with language deficit. The linguistic analysis supported solutions 
mik converged on the developmental approach and bolstered its defini- 
ons, 


vhat became apparent was the recur- 
The questions could not be by- 


In the examination of ideas \ 
Tence of the developmental questions. 

a child that raised such questions could 
discarded. Central to the process was 


Passed. The descriptive picture of 
€ added to but not displaced or 
t or discard of the developmental 
ination of the ideas of Bruner 


eine ideas for any displacemen 
€scriptions, The reception and later exam 
and Bernstein are illustrations of this process. 
70 Hymes, “On Communicative Competence,” p. 12. 

to David McNeill. 


71 Cazden attributes this term m 
7? Cazden, "Some Implications of Research on Language Development," p. 139. 


214 The English Infant School and Informal Education 


'The Bruner and Bernstein formulations, drawn from hope cns 
of somewhat different phenomena, were not offered as relating in any e 
fashion to informal method, and their direct focus was certainly P e 
the infant school. They were not congruent with the ideas of in per 
education nor were they expected to be. They were read selectively e 
read with great eagerness for new insights into questions of relevance 
i l educators. 
we these formulations were circulated and discussed in one intellectual 
circle after another, they were sometimes applied to the whole analysis of 
learning, to the analysis of informal method, and were suggested as displace- 
ments for previous formulations. Such suggestions, which were more often 
a feature of American rather than of English discussions, did finally arrive 
in England. It was only as this happened that it became important to 
examine more closely the new American ideas for adequacy and com- 
pleteness of explanation, to ask whether, in addition to their contribution in 
new areas, these formulations were in fact adequate explanation of the 
process of child learning. It became important to examine the ideas for 


any limitation, for any loss or discard of essential elements of previous 
explanation. 


The rationale of such ex 


amination was to ask whether the previous 
older descriptions of a develo 


ping child had been accounted for and the 


Using the yardstick of 
child as a minimum, all stu 
absorbed as contributions 
whether they revealed facto 
tion or brought the added w 


and practice? 


chapter 6 


EXTENSIONS 
AND REAFFIRMATION - 


The whole time I was in England I was aware of a struggle over the 
Course education should take in planning for its next steps, 2 struggle that 
Used ideas to either affirm or attack informal education and that, of course, 
Tesulted in reexamination of the ideas underlying informal work in the 
Schools. Certainly it was not just the barrage of new ideas that made re- 
examination necessary. The impact of an idea is not entirely dependent 
9n its logic or the adequacy of its explanation. The sociopolitical setting 
is the context in which organizational change is projected. This setting 
affects the reception of ideas too; indeed, it is even reflected in the data 


“Sed to support the ideas. 


Thus, the study of a child’s development was not all that was re- 


flected in the ideas of informal education. The ideas also reflected an 
Istoric sociopolitical context of concern for betterment, and they were 
Dedded in the realities and adaptive possibilities of the organizational web 


in which informal cducation had to grow. Impetus for reexamination of 
hildren in a specifically defined 


i € ideas came not only from observing C 
Social and class context and from interaction with the ideas about these ob- 
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servations, but also from exploring the possibilities for changing the 
ization of practice. 

gr^ possibilities were explored in the course of the Plowden Com- 
mittee's investigation of primary education. Preliminary reports and studies 
considered changes in points of transition, size of classes, and home-school 
relations; proposals were made to guide the Committee's recommenda- 
tions for next steps. The reports used, and were sensitized by, the new 
research and new formulations. But their concentration was not on idea 
per se, but rather on organizational adaptation within the accepted frame- 
work of informal education. Similarly, the Plowden Report affirmed the 
existing framework of idea and practice, and made recommendations for 
the correction of imperfections and for extension and continuity. 

e Criticism by the Report, on the one hand, of this or that practice and 
by informal educators, on the other, of this or that specific recommenda- 
tion, did not dilute the general atmosphere of accord. Plowden recom- 
mendations for spreading the best of informal methods to infant schools 
with inadequate implementation were already broadly accepted within 
infant education. The infant schools had already changed and had even 


shaped the change. But the polemic on the future of education was broader 
than the discussion on infant educatio 


too incomplete an analy 


The apprehensions aroused by the Report, even th 
extend its recommendations bey 


tional planning became the party ideology. 


t i xt of this contest over the future course of 
education, with the clear need of infant school educators to defend the 


recommendation for continuity that reexamination was necessary, that 
Perspectives on Plowden. 


e Curriculum Laboratory of Gold ith’s College, University 
of London, edited by Charity J " : S smiths College, 


5 mensional Studies, Creative Flow, Open 
System, Block Teaching, Clustering, Four- 
these reports. 
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cene d resulted, and that the accepted base of informal thought was 
is tn changes in infant school organization towards informality 
indi a d been observed about children. By allowing children to 
ies in these observed ways, the school organization provided the 
etting for further confirming observations. More than anything else these 
observed differences in individual patterns of learning and the observed 
d ofa child's functioning—what Susan Isaacs described as the 
T — mesh of his emotional, social, and intellectual development 
T = the organizational adaptations of infant school practice. In- 
sa Ei ens of development, as noted carlier, was fist provided for with 
od Montessori materials and methods. The individral pattern of de- 
4 opment and the “coexistence of disparate functioning," discussed by 
Susan Isaacs, were provided for by overflow, the open school, family group- 
ing, and the undifferentiated day. The unique individuality of the cognitive- 
pan process was provided for by nonprescribed offerings centered 
ae da pem with a child's own purpose, by free access to a rich environ- 
n er by discussion with adults and children in a free social setting. 
b es Bn a child with the tools for correcting the discrepancies of 
Migne ie king. Throughout the long history of development in the infant 
: , the links forged between observation, clarifying idea, and organiza- 
ional adjustments were inextricable. * 


Individual Differences: IQ and Streaming 

anizational adjustment, provision for in- 
e challenge this time is what 
he disadvantaged. Continuing 
t, a better match is demanded 


divi In current proposals for org 
is Pris differences again looms large. Th 
ies to be the limited opportunity for t 

extending the old concern for bettermen 


for the individual needs of all children. 
Many new adaptations of infant school organization were formulated 


to meet this challenge. But the correction of imperfections in the infant 
School was not enough. Indeed it seemed clear that more than informality 
on the infant level was needed, that transition was difficult, that for too 
Many the change of methods from informal to formal was defeating, that 
Continuity was needed. The proposal for the continuity of infant methods 
Into junior school was a major response to the challenge of better match. 

The implications of this organizational change established the battle- 
8tound. Since the proposal carried with it a definite stand against the 
Streaming which had arranged children according to the individual dif- 
Crences revealed by their IO, everything that had carried the infant 
School away from formalism and away from streaming was reexamined, 
cluding the political-philosophic value discussion. Studies specific to 
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streaming and the research specific to the IO were used to attack or bolster 
Marcion rand in which the English educators had responded to 
IO as a reminder of individual difference was resurrected as part of re- 
examination. The IQ test had been accepted as an indicator of a qoo 
individual difference and was used to aid the teacher's perception of ad 
individual difference? In other words, it was used as a tool, and relate 
to the old search for adequate match with individual need and difference. 
But all of the unique individuality of a child could not be defined by a 
test for intellectual function, and in the infant school the provision for 
intellectual function was only a small part of the provision for individual 
difference. A , 
e The informal school's role in support of the real individuality of a 
child had been broadly defined. No matter what his IO, the school was 
committed to support the continuity and process of a child's development, 
its uneven and individual pace and pattern, its wholeness—emotional, 
social, and intellectual. The organizational adaptations made to support 
this development led to the truly individualized and flexible infant school 
program which did not need streaming by IO to provide for individuality. 
Acceptance of the fact of individual difference is, indeed, so much 
a part of present informal school practice that, even without the reminder 
of this fact from IQ tese measurement, nothing would lead the English to 
what has been called a “naive” environmentalism, an expectation of a 


al, prescribed or core curriculum, or pre 
context, the IO is only a peripheral tool, 
hool organization, 

described the traditional class-organized formal 
ble situation that tends to deflate learning and 


Nathan Isaacs’s critique of the trad 
critique of the organization of the scho 
IO. Streaming was an attempt to ach 
measure of adjustment to individual 


itional formal school was also à 
ol into streams differentiated by 
ieve, within a formal school, à 
differences, Streaming, organized 


3 The accuracy and relevance of the test could be questioned, however. “It is only 
within a common field of equal experience that individual differences due to in- 
telligence alone can be seen." (Susan Isaacs, Intellectual Growth, p. 72.) 
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arou : ndivi : 
Sonn he Sol ae clack aer piii ee pe garter 
ment, and reflected a st biltzed view camen, ore top ee 
of adi ted a:stabilize view of a child's capabilities. This measure 
adjustment, infant school educators urge, can no longer be considered 
pertinent in a situation where the formal school is moving tow. tm 
organization. g toward informal 
s - . . 
MI une o 
emt Mace : a ^ ve wi h to these older positions. These 
Sein ds n question IO stability, its accuracy or relevance, its possible 
They bon hs the use of langnage alien to lower socioeconomic groups. 
tenda : € as did Nathan Isaacs, the organization into streams as 
dn eae : bes xed 4s well as one-dimensional, as tending to lock a child 
dcin evel in which he has been placed. Moreover, the studies state, a 
inp : pepion of a child tends also to be fixed on the level of stream- 
E A A he reciprocal effect ofa teacher s perception and expectation and 
imus i s — succeeds in further “fixing” the level. The research, how- 
child s by no means ended. Rescarch on the effects of streaming on 
Ten's learning seems at this point simply to be inconclusive. 
i. was reopened in the winter of 1969 by publication in the 
lle hott ates of a paper massing arguments to prove that the lower IO of 
"ih a socioeconomic group 1s linked to intrinsic. intellectual differ- 
pet peculations are made about the accommodation of educational 
Bonk on to such “facts. Old views supportive of streaming are revived. 
socis] oversy Tages on the validity or lack of validity of the cvidence. Many 
scientists argue that the statistical generalizations of this discussion 


offer no guides that can be applied to the individual. 


nothing about how a given 


High or low heritability tells us absolutely 
different from those in 


individual might have developed under conditions 
which he actually did develop.* 


e informal educators who, believing that 
an individual child, consider the 
tion of the public educational 
er to maximise each child’s 


uum upholding this view join the ink 
Mes Ponce of education should be with 
i Scarch” irrelevant. They feel the obliga 
Pparatus remains “to do everything in our pow 


A Brian Jackson, Streaming: An Education System in Miniature, and Brian Simon, 
Non-Streaming in the Junior School. ae 
malion in the Classroom (New York: 


5 Robert Rosenthal and Lenore Jacobson, Pyg s 
Holt, Rinehart & Winston, Inc., 1968); and B. Jackson, B. Simon (see note 4). 
ing in the Primary School. 


5 Joan C. Barker Lunn, Streams 
Auch Can We Boost 1.0. and 


T Arthur Jensen, “How M 
Harvard Educational Review, Vol. 39, Winter 1969. 
8]. Hirsch, CSSRS Bulletin (Cambridge, England: Cambridge Society for Social 
Responsibility in Science), July 18, 1970. 


Scholastic Achievement?” 
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use of his gifts—whatever those gifts happen to be.” 9 In addition ar 
feel that lower IQ clustering in the bottom socioeconomic group nec 
not always be discussed in this context of possible intrinsic or genetic in- 
tellectual difference. It can be discussed as the reflection in the IQ of the 
different or limited language use described by Bernstein. These Bern- 
stein descriptions have led informal educators away from all that produces 
alienation and thus away from the streaming that locks a child at the level 
of his language difference. , 

e Obviously, what informal educators react to in this debate is not 
only the research per se but their own values and goals. Now under- 
scored with new vehemence, the arguments for extending informal infant 


school methods into the junior school are in essence no different from 
those used to support the develo 


In other words, it is not new re 
but acceptance of Piaget's and 
It seems paradoxical that 


educators assert, because it is through 
hich his learning is "continuous and of 
idual mental synthesis is formed." 

nition of individual differences in learn- 


felt, can help the school match More accurately the individual needs of 


all children. In fact, characteristic of the beginning changes towards in- 
formal method in junior schools are more informal parent-school relation- 
tionships. 


? L. Hudson, CSSRS Bulletin, July 18, 1970. ; 
c.Nathan, Isaacs, What is Required of ‘the Nursery-Infant Teacher in this 
Country Today?, p. 5. 

11 Michael Young and Patrick McGeene » Learning Begins ; d Patrick 
McGeeney, Parents are Welcome. : iig Begins at Home, an 
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The Commitment to All Children 


As cach implementation of the informal school idea is evaluated for 
Success and for areas in which it has fallen short, a new commitment, a new 
implementation, follows. And the extensions and reaffirmation of the idea 
are considered in the context of all children, not just in the context of 
compensatory education for the deprived. The English would say that this 
commitment to support the development of all children follows inevitably 
from any serious consideration of the meaning of compulsory education. 
Even their narrower response to need had always encompassed most of the 
children, Though the origin of the infant school is rooted in work with the 
Poor, since most of the children in state schools were poor, the focus from 
the beginning was on children, not on poor children only. 

As an example, planning nursery schools for all those who want it, 
as was recommended in the Plowden Report, goes far beyond the compensa- 
tory approach in education. Rather it is a compensatory approach to the 
Problems of urban living and the circumstances of home life in this cen- 
tury. The English reacted to high-rise living by emphasizing society's 
obligation to provide a human environment in which children can be close 
to the materials of learning, the visible connections of cause and effect. 
In line with this approach, Nathan Isaacs's analysis of the traditional school 
held that most of the children suffered, most of the children failed. 

In the historic continuity of English infant school educators' analyses, 
800d compensatory education would be good education, based ona mesh 
With a child’s own functioning. Activity methods and rich experience were 
Not associated in their minds with private, progressive, middle-class educa- 
tion. Their state schools had been in the slums, and the methods had 
been developed there and adapted to the reality of large groups without 
loss of aim, The variety of rich environment and individual pace and 
relationship were meant to allow for many possible starting points and 


different f development. 
ways and paces of develop : . ; 
When the education of economically deprived children became a 


Matter of international concern, the majority of English infant school 
educators reacted by reaffirming the applicability of informal education to 
these needs, They reaffirmed the unique concentration on the individual of 
heir own ways of education, not in ignorance of different ways (the 
lowden Committee reports on wide travels), but in serious consideration 
9f their specific suitability to their own national scene and in accord 
With their study and thinking. By reaffirming such applicability to the 
Needs of “Bernstein’s children,” English teachers were not insisting on 
any simplistic “informalism”; their commitment to the children could not 
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tolerate false rigidities. Whatever their study convinced them was usable 
within the basic framework of informal education, they used. So itis. 
that, here and there in England, American structured programs are being 
tried out as additions or mild modifications to the informal setting of free 
social interaction and free access to experience. 


The Adult* Role in Language Growth 


*.— The American structured programs have not been left simply to be 
tried out. In fact, the American Bereiter-Engelmann programs, as well as 
the international preoccupation with economically deprived children and 
Bernstein's thought, have stimulated one of the most intense reexamina- 
tions underway in English circles: the attempt to refine what is under- 
stood of the adult role in language growth. Attention has been focused 
on whether language growth is related to (a) experience, and/or (b) 


direct provision by the adult, and/or (c) the fostering presence of adults 
discussing a child's experience with him. 


In their discussion, the English informal educators do not separate 


language growth from experience and the growth of understanding. Mean- 
ing is stressed. They reject teaching that is built around lessons with little 
base in direct experience. They reject the verbalizing that may be solicited 
from a child before the experiencing is sufficient. Stressing the importance 
of discussion of experience, they do not advocate an automatic verbal 
underlining or interpretation of each experience as the equivalent of dis- 
cussion. Such automatic verbal reinforcement or “feedback” may indicate 
to a child that the teacher has heard him or has seen his work, or it may 
tell a child the teacher’s understanding of the experience, but it may not 
properly match the actual understanding achieved by a child or be the 
proper response to his implicit question. It may demand of the child’s 
understanding too quick a step out of haziness. It may be an overcager 


tuningin to what a child could have been aware of, rather than what, in 
fact, he is aware of. Thus En 


king their perception of 
or confirmation or correc- 
n insights into "essentials." 
o negate the adult role in 
oversimplification of the process 
t school teachers are reminded 


adult role, crucial in language 
balization before offering con- 
d. Attention, it is felt now, must 
too weak, too limited, and too 


growth (p. 178). Passive waiting for ver 
firmation or suggestions is being questione 
be focused on the verbalization that is 
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reluctant in young children—or in immigrant children, or in deprived 
children—to be waited for. For verbal interaction to occur the teacher 
must be familiar with a child's circumstances—his context—and must be 
able to anticipate, to catch context barely expressed. A child cannot pin 
vocabulary to his new experience, cannot spurt ahead with new power of 
vocabulary, and cannot sort confusions, unless he has an adult nearby who 
knows his experience. The child needs an adult who tries,to see with 
what piece of reality he is grappling and what insight he has had, in 
effect, who tries to see with a child's eye. An adult must be able to sée 
What discrepancy in a child's past perception has challenged him. Does 
another child or the teacher argue for a different perception? If so, this 
difference has to be discussed. And such discussions—adult with child and 
child with child—are necessary, in the English infant school analysis; fur 
learning. 
Ideally there would be smaller classes than now exist and enough 
adults to talk often enough with each child about his own unique reactions 
and experiences. The Plowden recommendations, with careful examination 
of economic possibility, spoke to this point. But the English were not 
overly apologetic about their large groups. In spite of large groups they had 
made progress in setting up classrooms that implemented what they knew 
about children's learning. These changed classrooms fed additional progress 
and they hoped for yet more. i M 
“Wher isa pedesdy sized group?" they ask—and the answer 1$ hs 
unknown. The smaller group is desired but how much smaller m e i 
variable, dependent on the situation—school organization and teac i. 
Class could be too small to provide for the learning that children get m 
and give to each other. It could have too many adults to allow " E 
development of a child's responsibility and independence. ae o 
Not seek tutorial organization or an adult-child relationship ie i i a 
Child's experience is constantly with the adult. Concomitantly X smaller 
Classes and a closer and qualitatively better relationship to adults, they po 
tinue to stress and plan for a child's active and independent learning in free 


Social situati - 
ons. 

Thus, not only smaller classes and more teachers are ei pele 

Ore urgent is the search for sensitive teachers who are careful not to 


interact in any way that cuts across a child's purposes. What is stressed is 
the sensitive verbal interaction between parent and child, and teacher and 
child, which Susan Isaacs described over and over—the fostering of the 
Conversation and discussion that brings out judgment, discrimination, and 
Analysis, even as it reinforces and provides vocabulary. In other words, the 
Present plea is for better implementation of already known and accepted 
Purposes, for more of what has already been described as the basic English 


Vision, 
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A free situation fosters spontaneous use of language. Only a free situa- 
tion allows the flow of the essential conversation among children ye 
things important to them; and only in a free situation can there be el 
multiple teacher-child discussions directed to the particular needs gt à 
particular child. Experience that leads to a need of the word is essential. 
If a child lacks vocabulary and experience, the first essential is to fill in 
the missing experience, the second is the word for the experience. Ob- 
viously that is a limited view, for there is need also for discussion of ex- 
perience and for enlarging vocabulary at the time of the experience. 

The English verdict, then, is that the catalytic agent that turns a 
child’s experience into language is the fostering presence of adults dis- 
cussing that experience with him. They continue to feel that the experi- 
ence most effective for vocabulary stimulation occurs during spontaneous 
play. They continue to question direct provision by the adult, the efficacy 
of passive take-in, of specific structuring. In response to the needs of “Bern- 
stein’s children” they press for more time, for more continuity, for greater 
implementation of a child’s purposes and, therefore, even greater break- 
through of the old classroom structure. The renewed intent is to use the 


School to keep continuous—in other words, to maintain, extend, and 
restimulate if necessary—a child's forces for learning. 


The Adult Role in Environment Provision 


Inevitably any aspect of implementing the informal school idea im- 
plied all the others. Major points that could be Separated out for con- 
centrated reexamination with some advantage could not remain separated. 
The whole school life of a child was affected by the finer response to in- 
dividual difference. Observation of individual differences in language usc 
resulted in an analysis of language development, and again almost the 
whole web of what was known of children's learning was rewoven. Indeed 
the whole discussion of environment provision took on new meaning in 
the light of this analysis of language growth and in the light of the ex- 
amination of the adequacy with which the infant school had met in- 


dividual needs. Again the teacher's role and the problem of the school's 
mesh with a child's life were reconsidered. 


With all the richness of environment described earlier, the English 
still worried about finding “starting points” with sufficient relevance and 
meaning for immigrant children, They worried about whether they had 
made a mesh with the children’s background. 

Although many schools had made beginnings towards stretching the 
environment in this way, in only one or two schools had the children’s 
background been included easily and richly. Perhaps schools assumed that 
immigrant children had the same experiences as other children, and an 
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adigi individualized approach resulted. Perhaps the enrichment of 

von environment was developed in a certain fixed way. Perhaps for this 
par icular child school held little pertinence to the specific experiences of 
is own life in his neighborhood. Perhaps he could find no obvious con- 
pua that meshed school with home and so there were no starting points 
E him. In the informal infant classroom it was possible for children to 
: ring their lives to school, and this was what they did—when they counted 
ed many cars passed in their neighborhood, when they told about their 
le Ses and their grandmother, when they played at house and at working 
i ess when they acted, and when they set up shops or even went to 
es Or hood shops or asked local workmen about the sewer. But the 
= epee about the teacher’s role in cases of weak verbalization 
a ed again: Did the teacher do the necessary outreaching that could 
verge mesh with the experience of an inarticulate child, with the experi- 
E. hat was different, with the experience of a child who did not con- 
ribute it on his own, through discussion, for use in the school environment? 
nn es English infant school teacher is certainly not, at this point, con- 
‘te ien a role that presumes provision of a standard environment. She 
Mor a a that further step of accepting responsibility for making the mesh 
et pt uces continuity. School environment is now examined for this 
bu with home background. Nor do English teachers today stand back 
ho Pei the environment just for use and social interaction. They had 
z ady accomplished this and assessed that such arranging ensures the 
release of the will to learn and that the will to learn be unimpeded. And 
indeed the children I observed in infant schools seemed interested in the 
World and in people. Reassessing their achievement, the English educators 


onsidered this success minimal and preliminary. 
In addition to provision and arrangement of the environment, the 


teacher takes a still further step when she helps a child pursue his ques- 
tions, invests what he experiences with importance and extension, and dis- 
Cusses with him the implications of his questions so that he realizes his 
Power to deal with and adapt to the realities of the environment. The 
English teacher accepts the responsibility of adapting and extending the en- 
Vironment in response to what she observes of a child’s use. Such extension 


Supports the growth of a child’s understanding. 


Fostering Thinking 


T Accepting this responsibility, 

ig onment, does the teacher meet her responsibility 
5 to be the gui first choice, for extension? 

Pes, guide for first chore’, vía 
S88 oe ab no Boo f af mesh pi 
“Otten ?t only in Bernski! L i i of fi T " 
sis O 


and j Jee ' 
> and in the Piagetian context 0 analy 


with what materials, and in what en- 
; to the children? What 


The examination takes 
in Bruner's context of 


«ills enl dee 
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tures and his accommodative-reaccommodative process. Since it is con- 
sidered that a child's encounters in his living, his firsthand experiences, are 
and remain the prime source for his learning, the teacher's choice for start- 
ing points is the material from the surrounding environment, the ordinary 
material. It is this material from a child's life—outside, before, and after 
school—that Isaacs and Boyce urged as sources for intellectual development 
in school. It is urged again by the Nuffield group. In this material can be 
found the insurance against the discontinuity of a child’s life experience, 
insurance against interference with the forces for learning already within 
a child. This mesh with the level of a child’s use and understanding is con- 
sidered first in importance. But the further responsibility of the teacher is 
to choose material that provokes questions, that fosters exploration, that 
suggests new possibilities as a child uses it. The extension of the environ- 
mental provision is based on a child’s interests, his questions, the path of 
his already expanding, independent understanding. The teacher observes 
a child's use and, as she discusses with him the implications of his ques- 
tions, she adds materials, adapts, extends, offers new alternatives. The 
material is meant to help carry children into deeper concentration; it is 
meant to “assist them in making new connections between previously 
organized ideas.” 12 

Thus, the teacher is now urged, as she selects materials, to go be- 
yond any preoccupation ‘with “activity.” The teacher observes how material 
is used. The adult in the classroom is “a mediator of experience who looks 
on every aspect of children’s living as a means of learning.” 13 The teacher 
seeks to encourage thinking, and material is therefore selected with this 
purpose of developing good thinking. 

Exploring the implications in Piaget for curriculum and school studies 
and for choice of environment, a Froebel Institute group under Molly 
Brearley's direction reaffirmed the need to maintain continuity with the 
prior-to-school learnings. The teacher joined the path of a child’s inde- 
pendent drives, the Froebelians stated, “supporting, extending and con- 
tinuing purposes from within." !* The teacher was behind a child with 
support of his own independent drives and ahead of him with offerings that 


extended the continuing purposes of these drives. For each child this 
path was different. The Froebelians described as a proper goal for school 
and teacher that of assisting each child to be “a good thinker.” 15 ‘This 
meant supporting a child’s growth in ability to concentrate and to estimate, 


his growth in confident expectation that questions have answers, his growth 
in ability to imagine, to form images, to seek analogies, to synthesize. 


12 Molly Brearle 
18 Ibid., p. 184. 
14 Ibid., p. 168. 
15 [bid., p. 11. 


y (ed.), The Teaching of Young Children, p. 166. 
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In this analysis the fostering of thinking through discussion takes 
precedence over the old demand for a quick automatic recording of experi- 
ences, Furthermore, the teacher responds to children's differences in pace 
and patterns of synthesis by accepting a wide range of responses and 
modes of expression. The goal is to help a child in all the ways possible to 
that child, to develop his power to deal more and more objectively with 
experience. a 

The Frocbelian analysis makes even more pointed what I had ob- 
served in the infant schools: the English do not have a single model for "a 
good thinker.” In other words, they do not feel that by assisting each 
child to be a good thinker, and by making a better, finer connection with 
each child, they will eliminate difference. Instead theis drive is to help 


each child pursue to the fullest the potentiality of his difference. Of course 
they know he will need skills to pursue his purposes. But they continue 
to feel he will best develop the skills and meanings as he needs them, 

think material can be thought 


for his purposes, defined by him, and they 
about well in different ways. They think that a child can be helped to 
develop deep implications using all sorts of material. 

Moreover, the use of all sorts of material is not intended to minimize 
the importance of material and content—social and cultural. In their dis- 
cussion the Froebelians link material, environment, and social and cultural 
content with a description of the internal development of mental struc- 
tures, The inextricable link of inner and outer reality had been described by 
the Isaacses. A child's mental structures are not empty structures. His de- 


velopment of mental structures is about the world and himself, and he 
grows in understanding of the outer reality, the environment, the mate- 
rials, the relationships. His thinking is in a social and cultural context and 
inevitably his understanding of this cultural context grows, but in growing 


it follows the personal path of its own independent expansion. 
the teacher's offerings of environ- 


The curriculum that is implied by hers 
ment, material, and experiences must offer possibilities for the free play 
of this personal path of development. It must offer choice and selection. 


Its commitment to good thinking in all children precludes prescription 
of a specific core curriculum, though all offerings are in the social and 
cultural context. The skills of writing and reading are needed, but no 
Specific set of facts or specific syllabus for a specific subject can be con- 
sidered essential. Thus content is not analyzed for essentials that would 
then be presented in more focused fashion to ensure their intake. A 
Spiraling grasp of essentials marks the growth and development of a child’s 
understanding, but when he understands one aspect or another, he does not 


yet relate these aspects to a distinct discipline or even to each other. 
The trivial, the ephemeral, the cumulative, on a static level of under- 
Standing, are rejected in this analysis. The growth of an understanding of 
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the world is ineluctably a growth out of an egocentric view. At some point, 
as a child reaches the level of systematic thinking (somewhere in the early 
teens) his interests may sustain him in serious study of a subject in its inner 
logical relatedness, as Bruner has described. It is at that point that the 
essential content, as in Bruner, and the essential process of development of 
understanding, as in Isaacs and Piaget, merge. 

For English infant school educators the task for the teacher of young 
children is nót the "teaching" of a set of specifics; however they know that 
it is certainly useful, even necessary, that the teacher understand as much 
and as deeply as possible the content of the environment she has provided. 
Certainly the teacher must see relationships, connections, alternative possi- 
bilities. It is with,this understanding that the teacher plans for the possi- 
bility and potentialities of exploration. She must of course understand 
how children progress into understanding aspects of the world and the time 
this takes, but she must herself understand these aspects of the world if 
she is to recognize and foster understanding. Only then can she tune in 
to the implications of a child's question, and, in this way, help resolve 
the discrepancies of that child's understanding. i 

To support a child's growth of understanding or thinking makes new 
demands on the teacher. Certainly, fostering thinking through experience, 
and through discussion with a child as he experiences, is of a much dif- 
ferent order from only ¢he releasing of the will to learn, prime as this 
is. It is a step further, a deeper conception of interaction with the en- 
vironment than is implied even in "making contact." In order to implement 
this kind of environment, the teacher also is forced to look at the world. 

The environment is the world in which [children] live, so the best advice 
a teacher can be given is: ‘Go out and see what is there’.” 1° The teacher is 
forced, in looking at the world, to reexamine her past labelings, her past 
stereotypes. She cannot “behave as if the word were really all there is to 
the object which it designates.” 17 She tries not to use language that “bars 
the access to the world, obscures the objects.” !5 The word, if it does not 
illuminate what a child has seen, may shut off all further question and 
mask with verbalism a lack of understanding, 

To see with a “child’s eyes” is to free perception from only the 
schematic essentials of the storehouse of accepted "namings"—the con- 
ventions, in other words—of adult vision, The broader a teacher’s vision 
of possibility, the more certain is it that a good mesh will be made with 
the piece of possibility a child has perceived. So the teacher herself be- 
comes involved in discovery and thinking and an endless experimentation 
to find better and better ways of feeding a child's inquiry. She stretches 


16 Mathematics in Primary Schools, p. 3. 


17 poem Schachtel, Metamorphosis (New York: Basic Books, Inc., 1959), p. 189. 
18 Thid. We ' 
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her empathy for potential, she thinks with a child as he discusses. The 

tuning in,” the thinking “with,” the seeing with a “child’s eyes,” are part 
of the response to a child’s own question. It is this question, which a child 
must follow to further the development of his thinking, that is prime to 
the teacher—not her own preconceived questions or answers. 


2 


Curiosity and Continuity 

'his then is the way the English extended and reaffirmed infant 
School theory and practice. Reexamination of goals in environment provi- 
sion led not only to a refinement in the definition of the adult role but 
also to rcexamination of the drives within a child that determine his use 
of what is provided and his active participation in his own development. 
Given the mesh that is recognizable within his own purposes, the English 
found, a child will ask his own questions and will learn from these. But 
his trust in his own perceptions must be kept continuous. The English 
teacher could accept this imperative, could accept a child’s curiosity as a 
trustworthy motive and as sufficient power for learning because she had 
watched children; she had watched especially a child’s intense and whole 
absorption in any problem he has set for himself. By the same token, she 
could examine the questions raised by Bernstein on curiosity in lower- 
class children and not accept their relevance, being loath to discard her 
long experience with “poor” children in nursery and infant schools, where 
rich experiences and free access to these experiences allowed the play of 
Curiosity or succeeded in restimulating it. Perhaps the question, for the 
English teacher, came down to who, and how many, are the “poor” whose 


Curiosity you cannot trust? 
Research on learning in 


the preschool years stressed its basic character, 


underpinning all further learning, and emphasized these years as possibly 
a "critical" (irreversible?) period for such learning. The English interpreted 


this as a clarion call to support the spread of nursery education and the 
deepening of a teacher's concept of her role. But awareness of what might 
constitute a critical period did lish teacher's faith in 


not eliminate the Englisl 
restimulation or reversibility. (The possibility of reversibility or restimula- 
tion is the act of faith of all educ 


ators.) Rather it underlined the necessity 
for time, for many exposures to experience, for a blurring of the lines in 
transition, for continuity of the methods that engage a whole child in 
exploration of his environment. If it is the leaming in early childhood that 
is basic, the English asked, how was it learned, when was it learned? To 
restimulate a child, they answered, he must be allowed time to use all his 
he 'unsegmentalized way of his earliest learning, cer- 
most familiar to him. All the ways of extending the 
g—the positive use of a child’s street 


Sensory powers in t 
tainly the way still à 
Conception of environmental settin 
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and neighborhood life to form recognizable links with formal learning— 
were found also to be ways of restimulating, of opening or -— cm 
the paths of learning most accessible toa child. The object, the Englis 
came to accept, is to maintain possibilities. 
Thus, time and continuity are key standards in the present discus- 
sions. The English question any program, no matter how good, that is 
discontinuous with what has been offered previously or will be offered 
next. They question any program, even one in a “perfectly-sized group, 
that provides experiences for only a short time. They would question ex- 
pecting children to be ready in any certain way for a preplanned cur- 
riculum. Griffiths questioned "preparing" children a long time ago. 


° 
e The present movement to establish schools for children as young as 18 
months of age is open to the same danger, should they become wide- 
spread, for the primary schools may come to regard these as institutions 


from which they may expect a continuous stream of children partially 
broken in to school life as they conceive it.19 


Time and continuity, moreover, are considered important questions in their 
own right—not only as arguments triggered by a discussion of “crash” pro- 
grams. For the English have seen that the same child will pose questions 
of the environment on many levels of varied complexity and concentration 
and go back to problems ‘gain and again, and not necessarily in an obvious 
sequence of development. They take seriously Susan Isaacs's discussion of 
the coexistence of disparate functioning. On this rests their organization 
for “wholeness” of the infant school experience, for family grouping, and 
a good part of their argument for continuity. Their present struggles are 
for more continuity—for continuous implementation of a child’s own 
drives to learn, for the application in his learning of the wholeness of in- 
volvement seen in his play. In fact, the commitment to implement learn- 
ing in this way is being projected as desirable for all the years of childhood 


—not only for infant school, but for junior school and possibly beyond, for 
as long as a child needs it. 


Passage of the 1944 Education 
Jerusalem in England, risin 
It was a vision of gardens 
back with their children fr 


Act was prompted by a vision of a ne 
g out of the ruins of World War II bombings.’ 
and beautiful new schools, Teachers had come 


om the evacuation placements, They had come 
back with new insights, new improvisations, and new stimulation after 
working with teachers from many different areas, They were ready to make 
new and further applications of the ideas that were already rooted in 


19 Ruth Griffiths, Imagination, p. 337. 
29 "Till we have built Jerusalem / In En 
“Milton” by William Blake, music byH 
I often heard this song. 


gland’s green and pleasant land," from 
ubert Parry—during my stay in England 
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English tradition and already extended and deepened in uniquely English 
ways. That they were unable to do this in any complete way had more to 
do with the budgetary and political situation than with any want of effort. 
Buildings were not too easily had (though many were built), and cir- 
cumstances had to be bent, adapted to problems of buildings, of size, of 
supply of teachers. But the effort was made, and given the extra-educa- 
tional difficulties, it succeeded beyond one’s wildest dreams. _ 

Now Plowden has recommended a vast expansion of nursery educa- 
who want it. Funding for this, too, will have 
to be fought for. But the evidence of continued commitment can be found 
in the way Plowden recommendations on continuity, on age of transfer, on 
parent involvement, are being implemented, even withont funding, and in 
the continued willingness to bend circumstances. ? 

The heart of the English vision was a vision of how children learned. 
Granted that vision, commitment to carry it out followed. If the traditional 
School organization violated and impeded a child's learning, then no cir- 
cumstances could justify its continuation. English educators had, like 
Susan Isaacs, a concern, an obligation, a responsibility to make things better 
in terms of what they knew about children, and the obligation and responsi- 
bility encompassed all children. 


Because of this concern, tl 
change resulted in "a successful, though very 


tion in priority areas for all 


he English infant schools changed, and the 
gerkle, revolution.” ?! 


21 W, A. L. Blyth, English Primary Education: A Sociological Description (Lon- 


don: Routledge and Kegan Paul, 1965), p. 49. 


SUMMARY THOUGHTS 
Turning to America 


By the time I returned 
whole fabric, not just pieces 
maintained infant educatio 
tional forms on which Ame 


to America it had become clear to me that the 
, of the entity I’ve described, English publicly 
n, was different from the longstanding institu- 
rican public school systems were built. 


1 John Goodlad, “The Schools vs. Education," 
See also Goodlad and M. F. Klein, Behind th 
O.: Chas. Jones, 1970). 
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of study are still state mandated. This situation is summarized by The 
New York Times (January 5, 1969). 


The ultimate control over curriculum in the city lies with the State Dc- 
partment of Education on the basis of some programs it proposes and 
others that are mandated by the State Legislature. It produces teacher 
bulletins in many subject areas for over-all curriculum development. 
State law requires as a minimum course of study on the primary level in- 
struction in 11 subject areas (including English, mathematics, reading 
and history). 


mmittees of teachers, principals 


The city course of study is prepared by co 
hom work out of the Bureau of 


and specialists in the subject area, all of w 
Curriculum of the Board of Education. 


to teaching children 


Within this framework, there are as many approaches é 
ew York City, there 


as there are people with ideas on the subject. In N 

seems to be almost as many plans in operation. 
Thus, it was the total context of discussion that was different and the ex- 
tension of the differences was systemwide on both sides. 

In the very same way that the English practice differed from the 
traditional American institutional forms, it differed also from our new 
compensatory programs. Concern for the alienation and nonlearning of 
economically impoverished children could be common to both cultures, 
but the practice that met these shared concerns was fundamentally dif- 
ferent; it was actualized in systems with fundamentally different concep- 
tions. The English concentrated on learning; Americans concentrated on 
teaching—an intensified and "improved" form of the longstanding view of 


the teacher as central. The key words 0 S à € 
and the key words of English discussion were different, specific to the dif- 


ferent systems. In each case the whole focus of solution was different. , 
One broad aspect of difference is that the American institutionalized 
form has had less impetus within it for change in its basic structure. Our 
System evolved as a response to pressures of an earlier history, its model an 
carlier model. For us the formulation of our compulsory state education, 
Which started to take shape in the 1840s, was itself the reform. Occurring 
at an earlier date than England’s Compulsory Education Act of 1870, the 
Organizational forms of our compulsory education owed more to Lan- 
Caster's adaptation of industrial procedures (see p. 162) than to either 
Robert Owen or the new developments that were beginning to be felt in 
the late nineteenth century. For our many purposes of Americanization of 
those fleeing external oppression, the state system seemed to work. We 
ignored those historically oppressed within our system. Their mass migra- 


f discussion in the United States 
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tions and struggles had not yet forced us to confront the failures. Except 
at certain periods of great social pressures—from the unemployed, from 
immigrants, from "cold war" competitive tensions, or as today from our 
racial minorities—we could look away from state education, assuming that 
it worked, or, if we felt helpless to change it, we could establish private 
schools that incorporated for us what we wanted. 

We haye no history, as England does, of attempting to define and 
codify the freedom of the head to decide on school curriculum or of strug- 
gling to free schools and educators from "payment by results." We have 
no history of loosening the specific regulatory, prescriptive power of the 
central authority, even while it continues to confer its umbrella of standard 
and common ail and idea. We have no history of continuous evolution 
of idea in association with practice. We have no history of inspectorate 
reports serving to disseminate illustration and suggestion among the schools 
and thus to spread a varied but recognizable entity nationwide, without 
prescription. Our post-World War II period was not a period filled with the 
vision of rebuilding the bombed and scarred fabric of the countryside 
with new schools and social institutions. On the contrary, the history of 
educational development in the United States is of a development of local 


and state authority that left little decision to individual schools, school 
heads, or teachers, 


Ours is a big coufitry and our educational systems are set up by 


state and local governments, There is great diversity of level, of monies 
spent, of standards of teacher education, of character of teachers colleges, 
of education departments in universities, of offerings in curriculum—a 
potpourri of programs. Nevertheless, the public authority in all our separate 
states has acted in directions that created an entity as though the system 
was unified. The examining bodies, such as the testing services, have acted 
as unifier of standards that perpetuate the present forms of the institution. 
Far more decisive than the spread of a vague Deweyism was the much 
wider spread of administrative adjustments to correlate with business 
practices, described most provocatively by Callahan in Education and the 


Cult of Efficiency? Such changes simply made more efficient the earlier, 
already accepted, model. 


d of English informal education 
from theory and application, the 
became describable as entity, as 
dization. It is a standardization of 
Tganizational modes of the "usual" 
place in such a System goes through the 
f the bureaucracy—certainly not through 


2R. E. Callahan, Educati d ens d d 
Chiara Pim, Ur ation and the Cult of Efficiency (Chicago: University of 


school. Whatever change takes 
channels of the organization, o 
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the teacher. The very nature of the prescribed syllabus, the prescribed 
standard, the supervision of plan books for teachers’ lessons, produces a 
lesser freedom for American teachers and a lesser involvement in "idea." 
Class teaching with stress both on lessons and on the control necessary to 
ensure intake has been the standard expectation from the young teacher 
leaving our teachers colleges. Certainly it is not the American teacher 
who is the initiator of experiments. The teacher and principal can be freer 
than they may realize, but the teacher is not often encouraged to work 
out new variations, new ideas. Without connection to a coherent nexus of 
constantly reexamined idea and examples of applications that extend idea, 
the teacher has adapted to the systematization of the American school, and 
the teacher as an individual feels helpless to produce change" l ' 
But the major difference was that the basic teacher-child relatiorship 
in American traditional classrooms reflected very little of American de- 
velopmental theory, in contrast with England where developmental theory 
was the basis of the development of method in the compulsory infant 
school. Influenced by Froebel and others, we did make some applications 
of developmental thinking in our public education. We, too, had a 
Kindergarten philosophy which spread in the late nineteenth century and 
was admired and influential in England. As a matter of fact these kinder- 
gartens spread widely in the atmosphere of the early twentieth oy 
interest in child development, and their philosophy spread outside public 
education as well as within it. Some of the best of the experimental in- 
dependent schools started in this way as free kindergartens for the poor 
and only later became fee paying and exclusive. Lochhead contrasted 
English and American education in the late 1920s, and spoke of kinder- 
gartens and Dewey schools as covering the land.? This may well have been 
Lochhead’s wish, but it does not represent the reality even for kindergartens. 
The statistics of kindergarten extension * do not confirm te Lochhead 
vision. In the system of state education, continuity from the are 
into first grade was never developed. Kindergarten philosophy MC 
isolated from all that went after. The kindergarten and nursery schoo 
Were never models for the first grade £ the already formed and standardized 


Dewey's critique came on top o drei e 
State ene A vague Deweyism, filtered through administrative bureau- 


Cracy as rules, as a surface of “conditions” without the implementing in- 
tent of the teacher's creative understanding, did spread from the teachers 
Colleges and influenced some local practice. Unit work and projects may 
have spread, but they did not spread very widely, and certainly not in our 
inner city schools. Some midwestern cities and a number of suburban 


hildren. 
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4 Schloss, Enrollment of 3-, 4, an 
garten. See note 4, Introduction. 
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schools may have made more effort to provide environment and sursum 
elated to a child's interests, but there were few such Dewey pro 
posed blic education, and even fewer were ever really fully developed. 
grams in public education, j piens] ul reden i 
For most schools that were part of the public system, rca exp Pe 
learning and activity around a development of the communal life o 
mained only an idea. 
m e eubie on of The Dewey School in 1966, with its richness of 
curriculum and intellectual learning, revealed how little we had ever im- 
plemented Dewey ideas5 The dream of the twenties and thirties was 
frozen. English infant schools, especially after 1944, developed their own 
versions of what Lochhead had described as better in American kinder- 
gartens and Dewey schools. But in the United States the traditional class- 
roorh structure had hardly been disturbed by Dewey’s influence. 

The few All-Day Neighborhood Schools and After-School Play Cen- 
ters for deprived children in New York tried to retain the experiential con- 
tent, the work-play connections for learning. But only a small number 
of children benefited from these efforts to apply the ideas that came from 
the study of children's growth—the ideas developed in and applied to 
situations of deepest poverty and nonlearning in England. 

Nevertheless activity, experience, interest programs have been blamed 
for all faults of performance, as though Lochhead's account was reality— 
as though such program had really existed in the schools. It was implied 
that such programs were failures, though strangely the children in the 


suburban schools with even diluted Dewey programs were not failures. The 
experimental private schools that h 


grams, each in a way specific to that 
these with success, So successful were 
had been with the poor, the more we 
tion for their own young. ( 
for such takeovers as being 
First, activity methods in 


tions. While it influenced nursery schools, 


university demonstration schools, experimental private schools, and parent 


5 K. C. Mayhew and A. C. Edwards, The Dewey School, 
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education, developmental thinking within state education—in kinder- 
gartens or in the few Dewey schools—suffered from restriction, narrow- 
ness of application, and lack of influence. 

An aura of theoretic coherence guiding application in the schools 
resulted from the fact that Dewey's was the most talked about, the most 
widely known idea. But Dewey's own school was a small demonstration 
school, limited in influence on the public schools by its size and its special 
conditions. Since the Dewey applications in public school were so diluted 
and so slight, and their effect on changing the traditional class organization 
so minimal, the Dewey impact as idea must also be said to have been diluted 
and slight. Without real application in the major public institutions 
Dewey's ideas were cut off from their necessary nourishmeat. Dewey had 
spoken of the "adequate facilities" needed for development of theory, the 
"continual union of theory and practice" nceded "to modify, to build up 
the theory? There was no such union, however, and the influence of 
Dewey’s ideas on change in the schools was illusory. 

Further, the main body of university research on child development 
in this pre-World War II period did not attempt the extended critique 
directed at school application that characterized Dewey's thought. cu 
Was attempted was directed to the development of more and more wr] 
of special traits, of segmentalized aspects of a child’s development. Physica 
function and IO had to be measured. Achievement had to be tested too, 
and this, of course, further standardized expectations and sq 
From its very nature, the university focus on separate studies led in x fa 
directions than to the development of a ie or integrated view of a 
child’s de ment applicable to school life. i 

At a a did s university (nor for the most part does it eR. 
Organizationally serve to create bridges of influence from s uw As 
from its teacher education programs to the practice in E eR varie 
is in fact nothing analogous to the English system of University E 5 
cach of which serves as a center for a group of teachers colleges whic ‘ E 
Sult with the Institutes on matters of program and participate ig sys on 
of external assessment of each other. The correlation of ideas from the 


Schools, colleges, and Institutes with administrative and opiata 
Plans of local authorities, and with Parliamentary committees 2 Kc à 
Certainly does not exist in the United States. University and tene er co g 
influence in this country is exerted in the formulation of state programs, 


but it is not a unified influence; rather it is separated into this opinion or 


that; Me 
j; ES University Discipline," University Record, Uni- 
Mas Deed o Vo 1, a. 35, Septtalher 25, 1896, 263. (This discussion 
by Dewe y was called to my attention by Charles Silberman.) E sen 
" Conant in his historic study, The Education of American Teachers, 
to create a unifying rationale for teacher education. 
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In any case, no coherence of ideas developing in close relationship 
to application in the public schools really exists in teacher education. Each 
individual independent private college may implement its thinking in a 
self-operated demonstration school and, with no attempt to spread the 
methodology it has developed in the demonstration school, also place 
students in public schools for a period of practice teaching. The teachers 
colleges included in universities have a similar framework, Thus their 
demonstration schools have served as testing grounds for theory and have 
influenced practice in experimental schools with equally special conditions, 
but they have not really influenced practice in the public schools. The tone 
is similar in. the teacher education institutions set up by public authority. 
For the most ‘past each one operates individually, and teacher education, 
though sharing theory with the private colleges, relates to the public school 
in the terms of the forms and relationships that perpetuate the existing in- 
stitution. Assigned to public schools, teachers who have been educated in 
this way have no support to help them change practice. On the whole, they 
"adjust" to the "system" or assume that, without the special circumstances 
of the demonstration school, application from developmental theory is 
impossible. For most of these teachers the traditional classroom organiza- 
tion remains unexamined, unchallenged—a necessary and accepted premise. 

By contrast, extension of the implications of English theory into 
practice followed naturally from the fact of its having been developed 
ina state frame in the first place, having adapted to state conditions, hav- 
ing come to count on the state umbrella for support of its premises. ‘The 
English struggle for their beliefs never relinquished the connection be- 
tween theory and practice, between theoretician and practitioner. Theory 
developed in continuous extension along with, and in support of, a practice 
that, far from being isolated to infancy and earliest childhood, related at 
least to the age range of children in the state infant schools and even to 
children of the whole age range of primary schools.5 The extensions and 
clarity of Statement about the wholeness of childhood, the mesh of social 
and emotional and intellectual functioning, were part of a long history of 
applications, of testing and extending theory in state schools, and the 
growth of theory from these applications and from this testing, 

In every instance, examination of differences uncovers a different 
history. For example, the integration of English thinking on early child- 
hood into the practice of the state system reflected the fact that very 
young children were in the English state schools. The infant school ad- 
mitted babies; it cared for the young children (even two-year-olds) of the 
vast number of working mothers whose living conditions reflected greatest 
poverty; it worked out its methods specifically to meet the needs of these 


8 Susan Isaacs, Children We Teach. 
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situations. Only with the turn of the century reports on mind-dulling 
routine (discussed in chapter 3) was the school population of babies re- 
duced and the nursery school developed as a separate institution. But 
some very young children remained and still remain (even as nursery 
classes) in the infant school, included along with children past kinder- 
garten age. 

In our earlier history, we did not have or need to have babies in the 
school in such numbers. We did not need to care for the children of such 
rking mothers from densely settled arcas of great 
poverty. Schooling of very young children was not included as an obliga- 
tion for public planning. It was not considered essential to include kinder- 
garten programs in compulsory education, and our nursery schools and 
even our day care programs were offered as small optional programs,»not 
as mass programs. The limited number of people who used these services 
did so with few demands on the public. The public school institutions, in 
turn, felt no compunction to consider the rationale of nursery school and 
day care, either for planning transitions or extending provisions in their 
own planning. . 

This very restricted application from the thinking of those concerned 
with early childhood in the United States provided a context for the de- 


velopment of such thought very different from the context in which English 
thought developed.? Applied for the most part to young children in the n 
sery schools and in day care centers or in private and experimental schoo : it 
existed isolated— precisely where its English counterpart stood connected— 
from the main institutional forms. It had created few bridges of continuity 


to the next level of public education and had little base in compulsory 


education. 

Thus, when the new compensatory programs came along, they had 
a more devastating impact on early childhood thinking in dimit than on 
this thinking in England. Those leading the new programs could insist on 
the irrelevance of observations and theoretic formulations b had, in their 
light, such small and narrowly “middle-class” reference. The new po 
grams could brush aside developmental theory with scathing apap 
could simply bypass and ignore it and develop new channels ie the 
public school organization in a way that represented nothing more than a 
tightening and intensification of already existent mb : ; 

Clearly, reconstitution of American developmental thinking epende 
On a new basc of function and the growth of a new fund of observations on 


vast numbers of wo 


9 k ldenson's tremendously perceptive discussion of day 
M. Bat ss ried in the preparation of early childhood teachers. 


i i uch 
bare a PAT hof trained in American developmental thinking with day 
care ‘AlLDay Neighborhood Schools, and after-school Play Centers, was ignored, 


and indeed the extent of this experience was small. 
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which it could draw for its reaffirmations. It had to establish a relation to 
the large mass who were outside the small framework of its original applica- 
tion. This need, in effect, was what was fulfilled by the experiences and 
observations of the early childhood teachers who rallied to staff the Head 
Start programs. The observations they made of the deprived gave them 
confidence in reaffirming much of their developmental thinking. A de- 
prived child, they saw, was nonetheless a child and, even with specific 
needs, learned in the ways of all children. The answer to deprivations was 
certainly not giving less in a more restricted environment and for a shorter 
time." A child's developmental process, they could see, must not be "short 
circuited.” Slowly, painfully, and laboriously, developmental theory was 
reconstituted it she terms of American sociopolitical problems. 

* The common frame I had assumed for American and English de- 
velopmental thought indeed existed—based on the reciprocal influence of 
the common fund of research—but American developmental research in 
the period between World War I and World War II never concentrated 
on the continuity from infancy and the preverbal, preschool life to the 
later school life. It was preoccupied with earliest childhood development 
and with problems of sequence in the development of the infant psyche, 
the inner "reality" The implications to be drawn from discussions of 
emotional life were separated from discussions of intellectual develop- 
ment. The direct connection of play with in 
left unstressed. The role of the adult ranged 
of environment" to "aware understander." 
ment difficulties and in a 
creative "enabler" 


Of course the concept was 
that the adult's role was to su. 


Pport, and to restart if necessary, the active 
With all these assumptions about active role for 


programs as “de-intellectualized” and 
Seeming similarities in the use of 
Tent contexts sometimes delayed the sharp 


11 Rose Mukerji, “Roots in Earl 
12 Lili Peller and, later, Sylvia B 
discussed this point. 

13M. Deutsch, “Early Social 


Environment and School Adaptation,” Teachers 
College Record, Vol. 66, no. 8, May 1965, 706. 


ly Childhood for Continuous Learning." 
rody and Milton Schwebel were among many who 
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and extensions of past positions. New formulations in State bulletins 14 
were able to integrate cognitive emphasis with the older developmental 
terms, Research confirming a child's drive to explore, to play, to master. 
appeared. Not only play but curiosity, a child's active learning, had to Be 
teasserted.1 The individual and uneven character of a child’s learning, the 
integration and necessary connection between development of a child's 
inner emotional reality with the cognitive processes, was reaffirmed.!^ Still 
operating in the context of early childhood practice, and still without the 
bridges to continuity on the next level in the public sector, the develop- 
mental formulation was at least reafirmed—and in American terms con- 
gruent with the English terms. 

Reformulation in theory of course is not enough to ckange the course 
of American education. It is only preliminary, reasserting the base of 
native context for our wider application. What has yet to be accom- 
plished by American developmentalists is the forging of an essential, in- 
extricable link between theory and practice. In the past, only a narrow 
range of organizational possibility in support of developmental theory had 


Thus, developmental applications to school organization 


been explored. 
ther not yet established or are 


that follow of necessity from theory are ci 
still in their beginning. | 

It is from the perspective of our failure, s 
relationship between theory and application that 
commitment to continuity of a child's experien 
mendis itself as a source from which to cull clues for application to our o 
possibilities. 

Possibilities do exist now for 


o far, to establish a dynamic 
tke history of the English 
ce in state schools com- 
wn 


at least some challenge to the old system. 


Changes have been set in motion, this time directly concerned with prac- 
tice in the public sector, and the perpetuation of existing bureaucratic 
practice is threatened. Some of the changes may seem to offer nothing 
More than a tighter, more efficient performance of old ways. They may 
only replace the old bureaucracy with a new one. But they inject new 
elements and, therefore, new possibilities. 

Thus national influence, previously offered only in very broad sug- 
gestion, is felt in the funding of research and in the funding of programs 
and creation of guidelines, all of it in response first to Sputnik, later to 
Integration pressures, and then to the crisis of learning in our cities. Re- 
Search began to focus on essential curriculum and on classrooms organized 
for more efficient learning. Class teaching, with its one-dimensional “‘lock- 
Step” insufficiently d ifferentiating between differences in children’s pace, 


14 Ruth Flurry, The Five-Year-Old and His Thinking, and D. H. Cohen, Learn- 
ing in the Kindergarten. 

15 Millie Almy (ed.), Early Childhood Play. 

16 B, Biber, in Almy (ed.), Early Childhood Play. 
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came under criticism. Keeping within the realities of the several vs as 
tending for dominance, the national influence helped set EM = ae 
Head Start and Follow ee programs in terms wider than resp 
ressures and local opinions. T 2 
SM p nA while these us forces stimulated new ee] s 
challenge to the system lacked continuity with past rescarch on chi : "i 
velopment. New programs were often prefaced with a critique : oe 
imagined Deweyism in our schools. In its concern for the deprived, " 
new research often discarded or ignored ideas from the past because ul 
amples of application of these ideas were located in the middle-class exper 
mental schools. . . 3t 
Furthermese, the learning disaster of the inner City was so grea 
that discussion of emotional factors, of need for “adjustment” (all con- 
sidered outside the life of the school and classroom) seemed to evade the 
need for finding positive direct ways of coping within the situation. It was 
felt that in the presence of such learning disaster and such deprivation, 
problems of "adjustment" had to be treated as all-pervasive, a given from 
which one proceeds to other factors. is 
Direct grappling with the classroom could b 
classroom reorganization, but in fact none of th 
first an attack on the basic standardization of tra 
deed the startling account of learning failure in th 
criticism from the school organization as such. 
of middle-class children ( 
vindicate the schools, even w 
reconsideration and updatin 
Success for all children in t 
"successful," 
of "lack" 


€ an enormous prod to 
is new analysis was at 
ditional classrooms. In- 
€ poor tended to divert 


he “usual” school? With so many children 
of school organization than one 
The failing children had to be 


o be taught in "special" Ways. 
What was presumed was the "inevitable" character of the existing 


17 Nathan Isaacs, "Memorandum for the Plowden Committee,” and Piaget: Some 
Answers to Teachers’ Questions. 
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this school, which must be accepted, there is so little equipment, that too 
is a "given premise." And since it is language that is so defective in a de- 
prived child, the reasoning continued, "let us, therefore, teach it to him 
most directly.” Finally, “since he has already lost so much time as a con- 
sequence of his deprivation, we cannot trust to chance intake but must 
focus presentation to ensure intake." 

The system itself was to be accepted. The prescribed standard im- 
posed on a child could not be questioned. A child had to be helped to 
cope with what could not be controlled. Once past the nursery school— 
the education that precedes compulsory education—and inside the state 
system, there could be no demand for time for a child's own pace, for 
continuity, for his way of learning. Such demands were-proper only for 
private education. It seemed proper and necessary for a child to be made 
to adapt once he became part of mass education. This viewpoint was a 
clear consequence of the teacher's own adaptation and her individual help- 
lessness to act in any other way within the "system." 

The new programs and new thinking were bent to fit the old shape of 
the system, but they contained new clements that in turn bent the system 
into cvident contradictions or into possibilities that were not the first intent 
of the programs. . 

jm assumed that perhaps a whole group (the deprived) 
needed similar "specific" methods and "specific" kelp from the teacher in 
order for them to learn. The programs, in fact, proposed a homogeneity 
more defined than the usual. Tutorials would help prepare for the transi- 
tion back to the usual homogencous class grouping; assistants would help 
ensure the intake of the specific. Yet the logic of individualization 1n 


tutorials moved in another direction—toward breaking the bounds of any 


Specific methodology applied to the whole group of the deed 
the deprived community's demand for good schools pulled in contra k ory 
ways—toward the existing homogeneous grouping and, at the same time, 
toward the methods that would recognize individual difference. . 
There is further contradiction. Since the attack on poverty, s in- 
clusion of assistants, and the attack on nonlearning all go hand-in-han J 
have witnessed simultaneous and parallel proposals that take un E 
tory positions: tremendous prescribed structure for children on one hand, 
and, on the other hand, proposals from those living in the poverty arcas 
for self-definition and selfmanagement of their own programs. Because it 
is in fact obvious that children's adaptability is great (it has been called a 
“fatal adaptability” ),*® it is assumed a child s needs can be prescribed and 
that he will adapt to whatever is prescribed. But dere and apathy 
are the situations where even the half-successes 1 and shallow learning 


lectures at Institute of Education, University of London. 


18 
DEU ht on Children's Ideas. 


19 Nathan Isaacs, New Lig 
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produced by adaptability and amenability did not or could not operate. E 
any case, these contradictions—between proposals for community me 
proposals for children—remain unresolved, creating their own unease an 
need for reexamination. = 
The Head Start program is an illustration of this. Contradiction, 
modifications, new possibilities were characteristic of the operation of 
Head Start in the standardized institution. The concession to a program 
“like” nursery school, but with stronger focused language learnings, was 
meant to be made for only a short time, to “fit” a child quickly for coping 
with the “usual.” The effort for that short time was meant to focus 
on matching and being responsive to the level of a child’s development, 
on enriching éhyironment, and on adding adults. And a child did change 
—he was more responsive, he showed less apathy and a burgeoning 


curiosity. However, within the short time allocated, a child was not made 
ready for the old, for the usual, for the prescribed. 


So, on the heels of the summer 
and then the call for follow-through, 
school structure a new entity w 
could see it, as could the first gra 
intrusive new thing, 
may have been the 
ments represented ch 
to ensure that cont 
really to satisfy a ch 


theless the environment was enriched. Similarly, even though the motiva- 


may have been jobs for people in poverty 
the program did create a new un- 
er and perhaps even the children can be 
Ks, recognizable to a child, between home and school. 


- One of the possibilities of 
prescribed curriculum. will begin to 


go by the board. As in the individual tutoring and voluntary programs, 
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standardization no longer operates. The commitment is to make impact 
however one can, to help the learning in whatever way—and all sorts of 
ingenuities begin to operate. Prescribed curriculum or not, a child's interests 
and his active learning begin to be used, and though such “daring” 
is only intermittent and teachers continue to dash back to "essentials," 
the contradictions produced by the operation of the new elements within 
the old structure have begun to produce change. s 
. Unfortunately the “usual” remained unchanged for thé most part, 
waiting there for a child as he finished with Head Start. The next level Was 
not continuous with Head Start; there was no continuity for a child’s 
development. The original premise that he could be "fitted" to the “usual” 
failed and within the "usual" there was little improvement." 
The feeling of total impasse about change within the structure of 


public education that was reinforced by this experience with Head Start 
20 Change is demanded and very little change 


is now pervasive and spreads. 
Jehold itself seems to make change 


has occurred, The administrative strang 
in the public institution hopeless. The result has been a turning to other 
possibilities which are neither private nor public. Private is not the proper 
term for the new speculations. Public funding is asked for; open admission 
and no tuition are seen to be necessities of the situation. Issue is taken 
With bureaucratic control, with the structure and system itself, with its 


fixed and rigid character. ^ 


for increased efficiency 


But it does not seem likely the changes necessary 
of our urban public schools will come about because they should. Our 
muscle-bound with tradition?! 


urban public school systems seem 


opments as levers in the 


Kenneth Clark suggests using such parallel devel : 
ve, and viable competi- 


Public sector, as “ Alternatives—realistic, aggressi 
tors—to the present public school systems." °° 


Clark further suggests: 

excellent parallel systems of 
asi-private level, and with 
onal accountability maintained and determined 


al standards and supervision, it would be 
blic education a vitality and dynamism 


and demonstrably 


With strong, efficient, 
and operated on a qu 


public schools, organized 
quality control and professi 
by Federal and State education 
possible to bring back into pu 
which are now clearly missing”? 


20 A whole literature of critiq 
schools—Kozol, Herndon, Kau ,I n 
21 Kenneth Clark, “Alternative Public School Systems, 
Review, Vol. 38, no. 1, Winter 1968, p. 110. 
22 Ibid., p. 111. 

23 [bid,, p. 113. 


246 The English Infant School and Informal Education 


'Thus a call is made for the competition of different e 
funded in a way which will permit parent choice. Espoused by Pas a 
Jencks, the voucher system proposes the principle of alterna ive Seon 
or not such parallel developments serve to lever change in erae 
sector?* And the qualities sought in the parallel systems stem from d. 
was condemned—the bureaucracy, the impotence, the poor ov ES 
tionships. Even within the large educational parks concept, um a E 
unit is built in for this need.25 "Localism," local control, is offerec as n 
answer to both political impotence and the need for human ipee d 
“Voluntarism”—for parents in selection of school and also for students i 
a new individualism that maximizes potential—makes strange bedfellows 
of the ideas of inany different theorists 27 , 

° And so, stimulated in part by the human and humane environment 
the English infant School, some trial ventures of parallel systems, some B 
these plans for a whole new Structure, some small attempts to set in motio ) 
a first step toward such education, some replanning of already existing in 
dependent schools, appear in many areas. But the ventures remain mers 
and parallelism and voluntarism remain, as Clark sees, prods to the public 
sector, but not the solution needed for mass public education, ‘The system 
itself cannot be bypassed. T 

On the other hand, despite the mood of “impasse” and the reality a 
a “bureaucracy” that lfmits change to possibility, not probability, the ie 
attitude of accepting and adapting to the system is passing. Our "standardi- 
zation," if it ever existed, is cracking. Fissures appear in what has seemed t 
solid. New shapes and new configurations are becoming possible. Supportec 
by new research on classroom organization, on Ways of creating a “climate 
of learning, more call is being made for general reconstruction of the 
school. There is renewed encouragement to try out many new things, to 
break through "administrative stranglehold" and "lockstep." The new 


possibilities and relationships unfolding within a stil] unchanged structure 
encourage a new attitude, No longer masked by acceptance of the un- 
changed context, the new possibili 


TR : I 

inning to be explored pa 
even newer possibilities, Al] sorts of experiments, local and national, ar 
going on. 


In the present climate some 


: - i is- 
teachers, despite administrative di 
couragement, are no longer passiv 


. . wW 
e and are experimenting. Even a fe 


24 Christopher Jencks, “Education Vouchers,” New Republic. uly 4, 1970. — bs 
7 Max Wolff, Educational Parks: A Guide to their Boerne (New York: 
Center for Urban Education, 1970 d 

26 Peter Schrag, Village School Downtown (Boston: Beacon Press, 1967). ] 
?7 Kenneth Clark’s criticisms, Melvin Tumin’s “Teaching in America” (Saturday 
Review, October 21, 19 i 


67), Milton Friedman, Capitali: d Freedom (Univer 
sity of Chicago Press, 1963) Sif at mah 


» man, Compulsory Mis-Education— 
all seem to follow similar paths. 
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principals have begun to shift from placing their administrative function 
first to educative leadership of their school in the manner of the English 
head.?5 The mood for some has become one of “commitment to try,” for 
different reasons and in different ways, but with some analogy to the com- 
mitment of the English facing the discrepancy of the traditional school 
method with what they knew of how children learn. 

Our discrepancies are still to be faced and we now confront our state 
School system with the limited tools of our past restriction of application. 
We have hardly explored the possibilities; and the school models that 
would support a child's active learning do not exist in our system. The 
history of English practice, tested within the context of state education, has 
relevance and should be studied for this very reason. Ever the variations 
of English practice due to differences in the way heads realized the "idea," 
differences in capacities, experience, and supply of teachers, differences in 
local conditions and need, have importance for us. They can give us im- 
portant clues to the rationale and process of development. They can help 
Us, as we make changes, endure the various and uneven character of change. 
The changes in English state education that resulted in the successful ap- 
plication of American as well as English premises of child development— 
for the most part never tried in our state education—should encourage us 
to search for possibilities and stecl us against polemic that rejects these 
premises as inapplicable or as failures without permitting any real trial. 

We Americans search for human dimension and we find in English 
formulations—in their acceptance for school practice of the conditions 
Within which a human child learns—the clear bulwark for the definition 
of such a dimension. In England what was defined as necessary conditions 
for a human child were also conditions for an economically impoverished 
child. The idea and the methods were never separated from problems of 
Mass education, from problems of large classes, from application to 
needs of the deprived. Deprived children also, and perhaps especially, 
needed continuity in school for their own way of learning, whatever that 
had been, when they had learned at all. Deprived children needed even 


i i i is i a restarting and 
More time, a special bulwarking of whatever 1s 1n them, g | 
nternal drives. The present extensions 


testimulation of any and all of their i ens) 
of English practice, like fingers from a base, are refinements of application, 
and represent even more response to the needs of the new poor—the im- 
Migrants or “language handicapped.” 


ommissioner of Education of New York State, urged 
nced act independently to begin to develop 
The New York Times, December 7, 1970.) 
Chancellor of the New York City 
g independently in support of 


28 Dr, Ewald B. Nyquist, C j 
that principals who were so convi 
informal education in their schools. ( : 
Within the same month, Harvey B. Scribner, C 
public schools, also spoke for administrators’ actin 
informal education (sce Bibliography) - 
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We search, in particular, for clues to organization and there Fe 
to be special clues in the active participation of English heads and teac = 
in the extension of implications from theory, their active participation E 
the development of method and curriculum. There seems to be a specia 
clue in the fact that English heads remain teachers—actively participating 
in the educational life of the school. There seems, too, to be a special clue 
in the English focus on schools rather than classrooms. The schools are 
small enough for teachers to learn from each other and from the guidance 
of the headmistress, small enough for children to use the environment of 


the school in a freely interacting social setting and in their own active in- 
dividual way. 


Small aimi obvious bits, 
already in evidence or may soo 
them. Recognizing individual a 


with similarities to English practice, are 
n be. We are using assistants and training 


nd uneven development, we might move to 
make our ungraded sequences and heterogeneous groupings more flexible 


in ways analogous to English mixed-age grouping.” A gradual admission 
System is certainly possible. Some colleges working in collaboration with 


cooperating public schools are trying to create model situations. Using the 
administrative “elbow room” 


some space and some time be found, even within the system, for the ways 
of a child’s learning. 


All this is still within 
But such classroom organi ible; it is possible, within present 
thinking, to enrich envi i 

age 8, and to give these child 
time during the day. It is possibl 
units housing children through 


new smaller units were built, 
I would hope they would be b 


hat allow the overflow move- 


to do this. 
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ment I have described as in-and-outness (for indoors as well as outdoors). 
The decentralization of the large City Boards of Education into smaller 
community units is encouraging such experimentation in the use of school 
plant, in planning for and in constructing school buildings. There is interest 
in the design of open plan schools.?! 

But when I look at all the old buildings, the old unquestioned and 
accepted organization and regulations, I think that even within the old 
buildings and even without college-sponsored model situations, the new 
"commitment to try" makes change possible. The "commitment to try" 
even leads to a trial of new flexibilities for old regulations on the use of 
schools; it leads to the "bending of circumstances" of old buildings built 
for old closed classrooms. We can test new uses, extending learning space, 
finding possibilities for in-and-outness in areas unused before. Roof ccurt- 
yards used in private schools and unused in public schools can be explored. 
Corridors between classes, now unused except for passage through the 
school, can be examined for other uses, perhaps uniting classes. Large 
schools can be examined for possible reorganizing into smaller, more 
livable, self-contained units. More manageable, more intimate units can 
be sought within the old mammoth buildings. For it is not enough to 


reorganize the classroom, The English changed schools, not classrooms. 
There have always been “good” teachers who tried to defeat the system 
A-further step would help 


behind the closed door of their own classroom. 
teachers who think in these ways to work together so that they are not 
By clustering such classes 


eventually lost in isolation and discouragement. : 
around a corridor, the whole unit can be considered living, learning space 


—a space with more possibilities for children and for teachers’ continuous 
development than exist in the enclosed classroom.?? In such a cluster and in 
Such a space, continuity is possible, more spontaneous relationships might 
be allowed, richer experiences can be offered. Around the needs and work- 


ings of such a cluster other personnel of the school, from custodians to 
how they can help. In these small ways 


supervisors, can begin to redefine y can help. In the 
perhaps we can begin to change the traditional “teaching” classroom so 
that instead of “fitting” a child to it, the classroom space grows to more 


closely fit the needs of a child. fe belt . 

These are first steps—applications from my seeing," specific to the 
Situations in which I work. All over the country others are making ap- 
These are all small first steps, 


Plications to their own specifics and vision. e are 
and all within the context of our history and possibilities. 


ratories, Schools Without Walls. 

ize our mammoth schools to be more sup- 

d this design for classrooms and corridor, 
i es as the “Open Door,” the “Open Corridor,” and the “Open- 

mer de iil See ‘Open Door, a Report by the Program Reference Service, 


Center for Urban Education, New York, 1970. 


31 Education Facilities Labo: 
32 In exploring how we could reorgam 
portive of children’s growth, I create 
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"These steps that are possible within the situation we now ve ea 
not imply “informal” education, English-style. Our prescribed curricu gu 
our fixed standard for grades established by tests, our supervision of teach E 
—judgmental and evaluative—by administrative rule book, and our mam 
moth schools, would all have to change before we could get ipee 
English-style. We lack in our organization anyone who is like a png 
mistress; and the undifferentiated day and a child's own purposes, as X - 
ing principles, are far along in the continuum of development even 
English schools. They are points of principle, parts of theory, Eng. 
through the understanding of a particular head, of particular teachers, and 
they represent absorption of theory in a more integral way. They follow 
from accepting the developmental view of a child as guide, from the English 
vision of learning, not teaching. I make no recommendations about that. 
It makes its own case through the details of the illustrations, through the 
case studies on practice, through what I have said on ideas. . 

Nor should there be an attempt to establish an English context in 
this country for "English" ideas. I have not come back to America with 
English ideas. In the frst place, English thinking found stimulation in 
eas from American writers were used in the 


y own, as an American—ideas that I under- 
them in new reference. I return. with hope 
ideas in state education here, 


The experimental programs of today, whether for child or adult, find 
the passivity and apathy of poverty 


coping. Yet it is in the context of t 
for self-management and self-defi 
“activity,” “active agent,” 
meaning? Perhaps, as we 
strong tradition of our ow i 


“own purposes,” begin to have 
nings we will again revive the 
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ventiveness that characterized England's 1944 Education Act, when a new 
Jerusalem was to be built out of the ruins of the bombing. Out of the 
ruins of our ghettos a new education can be built and revitalized in our 
own terms. It can be an education to meet all the positive forces within our 
ghetto children—yes, using the ghetto homes, the ghetto street life, the 
ghetto neighborhood—using all the things the children know, and expand- 
ing from there. Fitting children to the "usual" school is too small an idea 
to meet the problem. The question posed by Nathan Isaacs holds for us: 


how far [might we have] to go if we were resolved to adapt our 
practice to our problem instead of our problem to our practice? 34 


34 Nathan Isaacs, "What is Required of the Nursery-Infant Teacher in This 
Country Today?" p. 2. 
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time, 181, 187, 207, 229-30 
unevenness of, 181, 193, 241 
(see also Curiosity; Continuity; En- 
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44, 55, 69, 151, 154, 158 
age of transfer, 140, 159 
play groups, 59 
role in hiring, 45, 71 
teacher evaluations, 150 
Lochhead, Jewell, 107, 235, 236 
London: 
city council, 21 
county council, 81, 154 
school board, 162 
schools, 7, 8, 17, 69 
London Workers Education Associa- 
tion, 166 
Lunch period, 23, 65, 93, 94, 98, 103 
(see also Communal life) 


McMillan, Margaret, 29, 33, 161, 164, 
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McNeill, David, 212 (see also Lin- 
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Materials: 
choice of, 226-27 
equipment in Big Hall, 83-85 
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junk, 28, 118 
in nursery schools, 21-26, 27-29 
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Mathematics, 84, 118-22 
manipulative toys, 118 
Mather, Sir William, 162 
Ministry of Health, 53 . 
Mixed-age grouping (see Family 
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Montaigne, 170 
Montessori, Maria: 
influence, 27, 87, 170, 217 
methods, 27, 87, 107, 165, 217 
Moral education (see Morning ser- 
vice) 
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of children, 36, 87, 100, 111, 133 
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Moyle, Donald, 132 
Music, 21, 36, 84-85 
Karl Orff, 117 
Music and movement, 64, 65, 84 


National Campaign for Nursery Edu- 
cation, 56 note, 57, 58 
National Child Development Study: 

disturbed children, 136 
reading, 138 
National Union of "Teachers, 153 
New Town schools, 8, 17, 95, 128 
New York State Board of Regents, 4 
note, 58 
NNEB, 8 
and age of entry, 78 
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in infant schools, 73 
in nursery schools, 25 
and scarcity, 55, 56 
training, 47-49 
Nuffield Foundation, 153, 154, 172, 
187, 195, 226 
Nuffield Institutes, 123 
Nuffield Junior Math, 113, 122 
Nuffield Junior Science, 9, 104, 113, 
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124, 
Nuffield Teacher's Guides, 92, 110, 
129, 157, 183 
Nursery classes, 26, 50-5] 
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TER and Northern Ireland, 
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at Oxford, 9 
on staffing, 55 


Nursery School Association of Great 
Britain and Northern Ireland (Cont.): 
at Vassar, 2 
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blocks in, 28-29 
building design, 19-20 
influence, 60 
intake, 18-19 
location, 18 
part-time, 49—50 
staffing, 43-49 
standards, 26-29, 43, 55, 60-61 


Overflow: 
class to school, 63, 71, 140-41 
teacher supervision, 86, 87 
(see also In-and-outness) 
Owen, Robert, 161, 162, 170, 199, 
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Parents: 
choice of schools, 67 
cooperation, 32, 33, 102 
Department of Education and Sci- 
ence survey, 58 
and gradual procedures, 21, 23, 25, 
32, 33 
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role, 166, 177, 178 
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Peel, E. A., 176, 185 
Pestalozzi, 170 
Phonics, 131 
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202, 211, 220, 226 
(see also Susan Isaacs; Nathan 
Isaacs; Froebelian position ) 
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241 
Play Centres, 152 
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Plowden Report, 7 
on age of transfer, 139 
on continuity, 139 
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on family grouping, 81 

on free day, 92-93 

on in-and-outness, 88 

on learning process, 172 

on parents, 102 

preparation of, 158-59, 216 

on staffing, 55-57 
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Project method, 165 " 


Rachel McMillan Teachers College, 9, 


33, 74 
Reading, 126-32, 139 
of poetry and stories, 66, 131 
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in nursery schools, 36 
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vice) 

Responsiveness (see English teacher's 
way; Communication) 
Restricted code (see Bernstein; Lan- 
guage) , 

Role-playing (see Acting) 
Rousseau, Jean Jacques, 170 


Save the Children Fund, 59 
School environment, 182 (see also En- 
vironment; Experience; Ma- 
terials) 
School keeper, 74 
School size: 
infant schools, 69-70 
nursery schools, 164 
Schools Council, 104, 130, 195 
Science, 122-26 
Simultancous use, 89, 91 
Skills, 65, 93, 106, 109, 119 (see also 
Reading: M 
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Socal evelopment 174, 176-78, 194, 
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Social i (see also Interac 
tion), 194 
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Social studies, 124. 
Spiraling (see Learning) 
tafhng: 
å infant schools, 71-76 
nursery schools, 43-49 
Standards, 234 (see also Nursery 
schools) 30 
Streaming, 114, 217- 
Student.help, 44, 74, 150 
Suburban schools, 8, 17 
Syllabus, 65, 119, 123-24, 148, 232 


Tansley, A. E., 132 
Teacher, American, 235, 238 
"Teacher, English: 
direction, 109-11, 133 
education, 46-47, 149-51, 237 
implementation, 109-11, 133 
intervention, 41 
and overflow, 30, 86 
planning, 65, 104-7 
qualification, 151 
remedial, 72 
suggestion, 39, 135 
supply, 72 
unqualified, 73 
(see also English teacher's 
Teacher Centres, 104, 153 
Teachers’ colleges, 149 
Teaching assistants, 4 note, 244, 248 
(see NNEB) 
Tests, 113, 114 
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Thinking, Froebelian view, 225-29 
Time, 207, 229, 230 
Timetable: 
activity period, 89, 90, 133 
child’s whole day, 93-94 
fixed points, 64-65, 94, 97 
in infant schools, 89 
playtime, 91, 99 
simultancous use, 89 
skills period, 89, 90, 133 
Trust of children, 42, 87, 170, 183, 
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Undifferentiated day (see Frec Day) 
University of London, 8, 9, 166 
University Socialist Federation, 166 


Visitors, 42, 103 
Voluntarism, 246 
Vouchers, 246 


Watching, child, 106—7, 170, 225 (see 
also Child study) 

Water play, 

in infant schools, 126 

in nursery schools, 24 
Weather and clothing, 29, 30 j 
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Welfare helpers, 75 
Wendy House, 21, 117, 118, 125 
Writing, 128, 129 
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